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ABSTRACT
There is a need to identify and discuss community college student perceptions of
online education as a window to an array of challenges that these institutions face.
Student perspectives can confirm, or disconfirm, the impressions and accounts of other
community college stakeholders and decision makers.
The purpose of this study was to provide a comprehensive review of the literature
from 1995-2015 that answered the primary research question, “What are the student
perceptions of online education at community colleges in the United States?” Extensive
strategies were used to locate information for review. Analysis of the literature yielded a
framework for formulating findings. That heuristic consisted of input elements
interacting within a context to yield an outcome, and for some interactions, also a
product.
This research produced six findings: 1) early distance education and Internet
technology interacted within the context of a community college yielding online
education infrastructure, 2) student attributes and online education infrastructure
interacted within the context of open access at community colleges yielding learning
opportunities for students, 3) online education infrastructure and learning opportunities
interacted within a context of instruction resulting in student perceptions of online
education at community colleges, 4) interactions among course content, the instructor,

xii

and the students within the context of online education yielded the potential for learning
which produced student perceptions of online education, 5) cognitive, social, and
teaching presence interacted within the context of a community of learners yielding the
potential for learning which produced student perceptions of the quality of online
education, and 6) currently, there are no reports of student-identified best practices that
are essential for student satisfaction, learning, and success in online education at
community colleges.
There is only a small body of literature on student perceptions of online education
at community colleges—much of which offers conflicting findings which make it
difficult to formulate generalizations. Further, for the case studies of online courses,
disciplines, or a single college there are yet no follow-up investigations that test the
verification, reliability, and generalizability of the findings. Both qualitative and
quantitative research are needed in the areas identified in this study.
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CHAPTER I
INTRODUCTION
Background
Over the past two decades there has been a steady increase in the growth of online
delivery of higher education. In 1995 the National Center for Education Statistics
(NCES) conducted its first survey on distance education courses offered by higher
education institutions (Greene & Meek, 1998). In declaring that “distance education is
emerging as an increasingly important component of higher education” (p. 1), Greene and
Meek reported that during academic year 1994–95, an estimated 25,730 distance
education courses with different catalog numbers were offered by higher education
institutions. Of those courses, 45% were offered by public 4-year institutions, 39% by
public 2-year institutions, and 16% by private 4-year institutions. About half of the
institutions that offered distance education courses had offered 10 or fewer courses in
academic year 1994–95, with 24% offering one to four courses, and 21% offering five to
ten courses (Greene & Meek, 1998). Further, the 1995 NCES data showed that of 14.3
million students enrolled in higher education institutions in the fall of 1994, about
758,640 were formally enrolled in distance education courses.
Longitudinal data reported in 2007 showed that, whereas online education had
increased substantially at all types of institutions of higher education, there were some
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clear leaders. Two-year institutions granting associate’s degrees had the highest growth
rates and accounted for more than half of all online enrollments for the previous five
years (Allen & Seaman, 2007). From fall 2007 to 2008 there was a 22% increase in
distance education enrollments at community colleges, according to Mullins (2013).
By 2012, 87% of higher education institutions offered some form of online
learning (Allen & Seaman, 2013) enrolling 7.1 million students in at least one online
course in 2013 (Allen & Seaman, 2014a). In the fall of 2012, 12.8 million students were
enrolled in one of the 1,132 community colleges in the United States (American
Association of Community Colleges, 2014a). These community college students
constituted 46% of all undergraduate students in the U.S. (Community College Research
Center at Columbia University, n.d.). Of these community college students, 26.5% were
enrolled in at least one online course, according to 2012 NCES data (Lokken & Mullins,
2014).
Online enrollment patterns have drawn both internal and external attention to
community colleges over the past 20 years. During this time numerous academic,
economic, social, and technological issues (Austin, 2010; Mullins, 2013; Western
Interstate Commission for Higher Education, 2014) have impacted community colleges
and their online students as these institutions have sought to achieve their missions and
goals of education and service (Ashford, 2013; Seymour, 2013). Some of the matters
currently claiming the attention of community college stakeholders include:


the institutional need for revenue-generating enrollment and, therefore,
competitive marketing and recruitment efforts relative to online education (Dean
Heimberg, 2014; Folkers, 2005; Mullins, 2013);
2



the implications of soaring tuition (Chakrabarti, Mabutas, & Zafar, 2012; Mallory,
2009) and financial aid fraud rings (Mullins, 2013; Office of Inspector General,
2011);



the availability of an up-to-date technology infrastructure; technology personnel
with necessary expertise; and faculty and student technology training needed for
1) blended, hybrid, Web-assisted, Web-enhanced, and Web-facilitated classes 2)
MOOC’s (massive online open courses); 3) eTextbooks and 4) open education
resources (Austin, 2010; Lokken, 2013; Mullins, 2013);



the demands for open access concurrent with debates and criticism among
politicians, the public, university faculty, and students about the readiness and
qualifications of admitted students (Austin, 2010; Proper, 2011; Tucciarone,
2007; Tucker, 2013);



the calls for the expansion and improvement of student support systems and
services (Dean Heimberg, 2014; Murphey, 2006; Nodine, Jaeger, Venezia, &
Bracco, 2012) and for student authentication in online learning (Lokken, 2013;
Mullins, 2013; Office of Inspector General, 2011);



the pressing need identified by distance education administrators to address
course quality & design and faculty training & preparation (Keengwe & Kidd,
2010; Pennington, Williams, & Karvonen, 2006); course assessment; and
improvements in student readiness and retention (Lokken, 2013; Western
Interstate Commission for Higher Education, 2014) in an environment of negative
images of the quality of community college education (Proper, 2011; Tucciarone,
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2007); and the preparation and knowledge of program-completing students
(Tucker, 2013); and


the lack, on many community college campuses, of compliance with the
accessibility requirements for online education outlined in sections 504 and 508
of the Rehabilitation Act (Lokken, 2013, Mullins, 2013).
Need for and Importance of the Study
Community college students are, obviously, centered in the academic,

socioeconomic, and technological contexts identified above. Further, the community
college perspective on these issues is being constantly updated and articulated by
administrators (e.g., Ashford, 2013; Austin, 2010, Lokken & Mullins, 2014), special
interest organizations (e.g., the American Association of Community Colleges and the
Community College Research Center at Columbia University), foundations (e.g., the
Community College Foundation and the Kresge Foundation), and government agencies
(e.g., the Center on Budget and Policy Priorities and the Department of Education).
However, what is lacking is a comprehensive view of community college student
perspectives and perceptions about their online education experiences relative to their
personal characteristics; their goals; their cognitive, social, and educational needs; their
learning preferences; their satisfaction and dissatisfaction; and their insights about best
practices in online education. Numerous researchers and stakeholders in higher
education, exemplified by the following sample from the past five years, have identified
both a need and purpose for further study of such student perceptions.
For example, Smith Jaggars and Bailey (2010) reacted to a major meta-analysis
commissioned by the U.S. Department of Education and released in 2009. Based on the
4

government study, the Commission concluded that student learning outcomes in hybridonline and fully online courses were equal to or better than those in traditional face-toface courses. Smith Jaggars and Bailey objected to this generalization, in part, because of
the inclusion of both hybrid-online (p. 5) and fully online courses with an associated
focus on well-prepared and advanced students in the studies selected for the metaanalysis. Further, these researchers argued that the meta-analysis was flawed due to its
under representation of low-income and academically underprepared students (a high
percentage of the enrollees at community colleges, p. 13) with their associated access (p.
14), course completion (pp. 11, 13), and academic success issues (p. 13).
This meta-analysis and the Smith Jaggars and Bailey response are introduced here
because they demonstrate the ongoing need to keep comprehensive descriptions of the
diverse characteristics of online students before the community of scholars studying
online education in higher education. This present review of literature addressed that
need and other gaps in the literature described in the following documents.
In her article, Proper (2011) stated that “Community colleges are often
stigmatized throughout America….The status of attending a community college is not
judged favorably by mainstream society. However, there is a remarkable lack of study
about how the students of these institutions view their college” (p. 1)
Also in 2011, Ostrum, Bitner, and Burkhard created a lengthy monograph for the
Center for American Progress in which they proposed that students in higher education,
including community colleges, be considered “valued customers” and “active
participants” in improvement and innovation initiatives. These strategists stated that “this
means that the student is the center, the student’s experience is the foundation for
5

analysis, and the student is a co-creator of his or her educational experience and
ultimately the value received” (p. 2). These writers went on to recommend that “pulling
from their [students’] experiences, they can then offer important ideas and perspectives
on service improvement and innovation that can…have a profound positive impact on the
service that is ultimately delivered to customers” (p. 18).
Concerned that “successful completion of online courses by community college
students is an issue both at the national and local level,” Morris (2011, Abstract) explored
the perceptions of 144 community college students about their online learning in five
courses. In addition to her findings about the success factors of cognitive, social, and
teaching presence, Morris stated that these results “provide a basis for additional studies
related to student perceptions…in which self-reported satisfaction and predictions of
success can be [identified]” (p. 40).
In an introductory comment to the Morris (2011) article on community college
student perceptions of online learning, the editor of the International Journal of
Instructional Technology and Distance Learning provided an “Editor’s Note: Student
feedback provides valuable guidance to those who design and those who implement
distance learning programs.” This contention was also the central premise of companion
studies (Completion by Design, 2012; Nodine et al., 2012) conducted by Completion by
Design, a Bill and Melinda Gates-funded foundation initiative. In those investigations, 15
two-hour focus groups of 161 currently enrolled and former (i.e., completer and noncompleter) students identified their perceptions of their education at community colleges
in Florida, North Carolina, Ohio, and Texas. The procedures and findings in that research
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were intended as an example of a “student-centered” focus to inform the current national
efforts to improve student learning and success at community colleges.
Community colleges are in the national policy spotlight. Colleges around
the country are reviewing their institutional practices and gathering groups
of education stakeholders to design and then implement changes in
advising, developmental education, programs of study and curricula,
student service delivery, transfer and articulation, and more….To this end,
keeping students’ voices and experiences at the center of reform plans can
enhance the legitimacy of proposed reforms, their effectiveness, and their
sustainability. (Completion by Design, 2012, “Introduction”)
Two later companion studies (Kuo, Walker, Belland, & Schroder, 2013; Kuo,
Walker, Schroder, & Belland, 2014) provided additional support for the discovery of
student perceptions as a window into potential approaches to meeting online student
educational needs. These researchers investigated predictors of student satisfaction using
student perceptions of learning experiences and perceived value of a course. Further, they
suggested that “self-reports are the most practical method of collecting the data”
consisting of the student perceptions (Kuo et al., 2014, p. 32).
This sample of articles, monographs, the editor’s note, and the companion studies
identifies the relevance and utilization of student perceptions about their online
community college education. Likewise, student perceptions identified and discussed
throughout this document may provide new insights that inform strategies, processes,
practices, and/or polices designed to address the academic, economic, social, educational,
and technology issues that these institutions are currently facing. Further, student
perspectives have the potential to confirm, or disconfirm, the experience-based
impressions and anecdotal accounts of other community college stakeholders and
decision makers.

7

Other Reviews of Literature
This study consists of a review of literature published during the past 20 years.
During this period, there have been other published reviews of the literature on distance
and online education. This dissertation does not replicate, duplicate, nor extend existing
published reviews of literature that were found during a thorough search of existing
research on distance and online education. This study provides a unique focus on and
interpretation of its identified topic.
For example, in 2006, Larreamendy-Joerns and Leinhardt selected 294 published
sources “including research articles, descriptions of experiences, anecdotal accounts,
statements of policy, and review and analytical papers” (p. 569) that referred to online
education, distance education, or both. These investigators analyzed their sources 1) “in
light of concerns and promissory notes” (p. 569); 2) their reference, explicit or implicit,
to three historical themes—democratization, liberal arts education, and educational
quality; and 3) three current educational visions—the presentational view, the
performance-tutoring view, and the epistemic-engagement view. By contrast the current
study focuses on literature about student perceptions regarding their online education
experiences in community colleges in the U.S.
Tallent-Runnels et al. (2006) conducted a review of the research on teaching
courses online. The overall focus of the review was on identifying the subject matter (i.e.,
topics) and the research methods, not the findings and conclusions, of individual reports
on online teaching. These investigators organized their study into four topics: course
environment, learners’ outcomes, learners’ characteristics, and institutional and
administrative factors. By contrast, student perceptions of learning outcomes and the
8

characteristics of online community college students are two topics presented in the
present study.
Tallent-Runnels et al. (2006) did refer to student perceptions but not for the
purpose of reporting what the perceptions were, but for describing the topics or methods
of qualitative or quantitative research on online teaching (pp. 95, 104, 108, and 110) and
online faculty needs for support (pp. 110 and 114). Although “learner characteristics”
were identified as one of the four topics of the Tallent-Runnels et al. review of literature,
the focus was not on demographic or other characteristics, per se, but rather on
“characteristics” generically as the topic of the research reports identified in this review.
The authors concluded, “We have found that research has begun to address the subtle
questions regarding who is using these systems and why” (p. 112). Only one of the 76
articles on which the Tallent-Runnels et al. review was based included “community
college” in its title, and the review itself made no reference to community colleges. These
researchers did recommend “continued research…to inform learner outcomes, learner
characteristics, course environment, and institutional factors related to delivery system
variables in order to test learning theories and teaching models inherent in course design”
(p. 93). And, they stated that “further research is needed to better understand the way in
which online interactions—student-to-student or faculty-to-student—enhance thinking
and learning” (p. 93). The present study addressed both of these recommendations.
In 2009, Rourke and Kanuka published their review of literature on learning in
communities of inquiry (CoI ). The proposed study and the Rourke and Kanuka research
have two commonalities: three procedural steps (see the Method section provided later in
this chapter) and a consideration of learning in CoIs. The Rourke and Kanuka research
9

was essentially a qualitative meta-analysis of 48 “empirical reports.” The purpose, and
singular focus, of their study was to investigate learning within CoIs as described in their
selected reports (“data base”). A report was included in the data base if it addressed one
or more of the elements of a CoI: cognitive presence, social presence, or teaching
presence. Therefore, their study did not focus on student perceptions, nor on online
learning, or on any single level of education or type of educational institution.
In this dissertation, learning within a CoI is only one of numerous interactional
aspects with potential for impacting student satisfaction. Hence, the existence of the
Rourke and Kanuka review of literature does not preclude the need for the present
research.
Gikandi, Morrow, and Davis (2011) provided a review of the international
literature on online formative assessment in higher education. These researchers reported
their key findings that 1) “effective online formative assessment can foster a learner and
assessment centered focus through formative feedback and enhanced learner engagement
with valuable learning experiences” and 2) “ongoing authentic assessment activities and
interactive formative feedback were identified as important characteristics that can
address threats to validity and reliability within the context of online formative
assessment” (“Abstract” para. 1). These researchers referred to “learner perceptions” in
three sentences (“4.1.3 Dishonesty; Appendix A”) for the purpose of identifying the
content of their selected references. Community colleges were not identified in the text or
in the references of this document.
Therefore, although the content of the proposed study will include student
perceptions about formative assessment and summative evaluation of their performance
10

and learning in their online education at a community college, that content was not
included in the Gikandi et al. review of literature. Again, an existing review of the
literature on online education does not negate the need for this dissertation research.
Purpose of the Study
It is the purpose of this study to provide a comprehensive review of the literature
on student perceptions of online education at community colleges.
Research Questions
The following primary and secondary research questions were addressed.
Primary Research Question
What are the student perceptions of online education at community colleges in the
United States?
Secondary Research Questions
1. What are the characteristics and demographics of students enrolled in online
courses at community colleges in the U.S.?
2. What are the needs and goals of students enrolled in online courses at community
colleges in the U.S.?
3. What are student perceptions regarding the nature and quality of the design and
content, student and instructor interactions, teaching and learning, assessment and
evaluation, technology, and student support services of online education at
community colleges in the U.S.?
4. What instructional practices do community college students perceive as necessary
for their satisfaction, learning, and success?

11

Method
To achieve the purpose and answer the research questions, this study reviewed the
literature included in scholarly journals, scholarly books, and scholarly reports. These
sources were accessed as physical publications, as publications in authoritative electronic
databases, and as publications on the Internet.
Several strategies were used to locate information for review and determination of
relevance: 1) searches of university library databases1 by topic, author, or title; 2) topical
Internet searches; 3) author-based Internet searches; 4) searches for references cited in
other scholarly publications; and 5) searches for reports posted to pertinent Web pages.
Of particular relevance to this review of literature were data-based Web reports of
national research groups (e.g., the Babson Survey Research Group and Noel-Levitz, Inc.);
professional organizations (e.g., the American Association of Community Colleges and
the Center for Community College Student Engagement); government agencies (e.g., the
National Center for Educational Statistics and the Department of Education); University
Research Centers (e.g., Community College Research Center at Columbia University and
The Office of Research and Leadership at the University of Illinois); and Higher
Education Foundations (e.g., the Community College Foundation and the Kresge
Foundation).
Procedures
Three of the “steps” used by Gikandi et al. (2011) and Rourke and Kanuka (2009)
in their research studies are cited among the following seven author-developed

1

For example, Educator’s Reference, Education Resource Information Center (ERIC), Dissertation
Abstracts; Academic Search Premiere, Psych Info, EBSCOhost Academic Search Prenmeir, EBSCOhost
Professional Development Collection, Gale Cengage Expanded Academic ASAP, and Google Scholar
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procedures applied in the current research. These procedures resulted in the collection,
analysis, synthesis, and evaluation of literature on the chosen topic:
1. Define the focus of the review (also used by Rourke & Kanuka);
2. Formulate the purpose and research questions that will guide the current study;
3. Compose a preliminary research- and experience-based outline of potential
content of the proposed review of literature;
4. Search for relevant literature (also performed by Gikandi et al.; Rourke &
Kanuka);
5. Revise and expand the outline as the literature review continues to reveal new
relevant information;
6. Convert the outline into text—identified as “writing” by Gikandi et al. (p. 2235);
and
7. Analyze the emerging review for findings, generalities, and conclusions.
In accordance with step one of the procedures for this dissertation, an initial review of
literature on 1) online higher education, 2) online education at community colleges, and
3) student perceptions of online higher education was undertaken. On the basis of this
cursory review, the focus of the present study was defined. Second, in accordance with
step two of the procedures, the purpose and research questions were formulated for this
study. Third, using the purpose and research questions and the preliminary review of
literature, the third step of the procedures was implemented. A preliminary research- and
experience-based outline was created. Implementing step four of the procedures, an
ongoing review of relevant literature was used to refine the outline, the main topics of
which are included in table 1 below. Step five of the procedures was implemented as a
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continuing review of literature revealed new and relevant information based on the
rationale included in table 1. Step six of the procedures was implemented. As the review
of literature continued, generalities and conclusions began to emerge. Additional
literature was sought to support these findings.
As individual documents were reviewed, if their content contributed to one or
more of the following topics that content was included. As the review continued a point
of information saturation was reached. Therefore, additional articles or reports were
excluded, with the following exceptions: 1) more recent publications and information
replaced earlier publications and information when it was duplicative and 2) all
information on student perceptions of online education at community colleges was
included in this document – none was excluded because there is so little data-based
research available it is not duplicative at this time.
Table 1. An outline of the major topics in Chapter II with rationale for inclusion and exclusion of
selected literature.
Outline of Content in Chapter II
Rationale for Inclusion
Rationale for Exclusion
of Selected Literature
of Selected Literature
I. Online Education
Core topic
Beyond scope of core
topic
A. Distance and Online Education:
Formed background and Duplication; excessive
History and Definitions
context
detail
II. Online Higher Education
Core topic
Beyond scope of core
topic
B. Online Education: Its Institutional
Formed background and Duplication; excessive
Growth
context
detail
C. Quality of Online Higher Education
Formed background and Duplication; excessive
context
detail
D. Evaluation of Online Higher
Formed background and Duplication; excessive
Education
context
detail
III. Community Colleges and Online
Core topic
Beyond scope of core
Education
topic
A. Community Colleges: A Brief History Formed background and Duplication; excessive
context
detail
Table 1 (cont.)
Outline of Content in Chapter II

Rationale for Inclusion
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Rationale for Exclusion

B. Community College Missions
C. Institutional Rationale
D. Student Rationale
E. Challenges and Changes
F. Programs and Services
G. Technology
IV. Student Characteristics and
Demographics
A. Age of Online Students
B. Gender of Online Students
C. Ethnicity/Race of Online Students
D. Location of Online Students
E. Socioeconomic Status of Online
Students
F. Employment of Online Students
G. Marital Status and Dependents of
Online Students
H. Preparedness of Online Students

of Selected Literature
Formed background and
context
Formed background and
context
Related to core topic
Formed background and
context
Formed background and
context
Formed background and
context
Core topic
Formed background and
context
Formed background and
context
Formed background and
context
Formed background and
context
Formed background and
context
Formed background and
context
Formed background and
context
Formed background and
context
Core topic

V. Community College Student
Perceptions of Online Education
A. Needs and Goals for Online Education Answers research
question
1. Student needs for online education
Answers research
at community colleges
question
2. Student goals for their online
Answers research
education at community colleges
question
B. Online Education, in General
Answers research
question
C. Online Course Content
Answers research
question
Table 1 (cont.)
Outline of Content in Chapter II
Rationale for Inclusion
of Selected Literature
1. Community college student
Answers research
perceptions regarding online course
question
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of Selected Literature
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Beyond scope of core
topic
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Beyond scope of core
topic
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Duplication; excessive
detail
Rationale for Exclusion
of Selected Literature
ALL research included

content
2. Future course content in line
education? Or not
D. Online Learner-Instructor Interaction
1. Community college student
perceptions regarding online learnerinstructor interaction
E. Online Learner-Learner Interaction
1. Community college student
perceptions regarding online learnerlearner interaction
F. Online Teaching and Learning
1. Cognitive presence, social
presence, and communities of inquiry
(CoI)
2. Community college student
perceptions regarding online CoI
3. Self-regulated learning
4. Self-efficacy and learning
5. Community college student
perceptions regarding online teaching
and learning
6. Student characteristics and
perceptions of teaching and learning
G. Assessment and Evaluation in Online
Education
1. Community college student
perceptions regarding assessment and
evaluation in online education
H. Technology in Online Education
1. Online technology and student selfefficacy
Table 1 (cont.)
Outline of Content in Chapter II
2. Student demographic
characteristics and perceptions of selfefficacy for technology
3. Community college student
perceptions regarding technology in
online education
I. Online Student Support Services

Answers research
question
Answers research
question
Answers research
question

ALL research included

Answers research
question
Answers research
question

Duplication; excessive
detail
ALL research included

Answers research
question
Answers research
question

Duplication; excessive
detail
ALL research included

Answers research
question
Answers research
question
Answers research
question
Answers research
question

ALL research included

Answers research
question
Answers research
question
Answers research
question

ALL research included

Answers research
question
Answers research
question

Duplication; excessive
detail
ALL research included

Rationale for Inclusion
of Selected Literature
Answers research
question

Rationale for Exclusion
of Selected Literature
ALL research included

Answers research
question

ALL research included

Answers research

Duplication; excessive
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Duplication; excessive
detail
ALL research included

ALL research included
ALL research included
ALL research included

ALL research included
ALL research included

1. Community college student
perceptions regarding online student
support services
J. Best Practices for Online Education

question
Answers research
question

detail
ALL research included

Answers research
question

No research available

Delimitations
This study was limited to reviewing literature of the past 20 years—1994 to
2014—unless earlier information establishes a foundational context for explaining
student perceptions of online education at community colleges during the past two
decades. Then such earlier information was included.
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CHAPTER II
REVIEW OF LITERATURE
Introduction
Chapter I established the need and described the methodology for further research
on student perceptions of online education in community colleges. Chapter II provides a
review of literature that answers the research questions posed in this study. This chapter
is divided into five main sections: 1) online education, 2) online higher education, 3)
community colleges and online education, 4) student characteristics and demographics,
and 5) community college student perceptions of online education. Chapter II becomes
the basis for Chapter III, which formulates, summarizes, analyzes, and interprets the
implications and significance of the student perceptions identified in this chapter.
Online Education
Distance and Online Education: History and Definitions
Distance education is, at least, 160 years old with its “roots” in correspondence
study, according to Schlosser and Simonson (2010). These authors identified an 1833
Swedish newspaper as the source of “…an opportunity to study ‘Composition through the
medium of the Post’” (p. 7). They traced the expansion of correspondence study and the
early institutions that it spawned in England, Germany, and later, Boston in 1873. New
York State authorized academic degrees at Chautauqua College of Liberal Arts to
students who completed required correspondence courses and summer institutes between
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1883 and 1891 (p. 7). Correspondence courses were the primary method for delivering
distance learning until the middle of the twentieth century when instructional radio and
television became more popular (Imel, 1998).
One of the earliest forms of distance education at the two-year colleges (later to
become community colleges) in the upper Midwest was not technology-based
(R. Landry, personal communication, July 17, 2013). As early as 1970, professors and
instructors drove or were flown to sites remote from the host institutions to provide
continuing education or undergraduate and graduate coursework. The method of delivery
was face-to-face interaction. It differed from on-campus education only in that 1) it was
administered through an Office, Department, or College of Distance Education; 2) it was
offered at an off-campus location, and 3) its time of presentation was the mutual
availability of the faculty members and the students, usually employed individuals or
Military Service personnel, according to Landry.
In the late 1970s and early 1980s cable and satellite television became available
for the projection of telecourse offerings (Bebawi, n.d.). But, the communication was
one-way only, limiting students’ interpersonal communication to mail correspondence
(Imel, 1998; Sumner, 2000). During this same era videotape and audiotape recordings of
on-campus classes and continuing education workshops were mailed for playback to
students at remote sites (Mahmood, Mahmood, & Malik, 2012). The videotape method of
delivering distance education was being used as recently as 2004 (New Mexico Institute
of Mining and Technology, 2010).
As this brief discussion of the early history of education delivery methods shows,
the earliest distance education can be defined as education or training courses delivered
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to remote (off-campus) locations via a postal service, traveling instructors, or audio and
video technologies. Parsad, Lewis, and Tice (2008) observed that the terms distance
education and distance learning have been used interchangeably in the literature.
In 1988, Perraton (as cited in Teaster & Blieszner, 1999) wrote, “the term
distance learning has been applied to many instructional methods; however, its primary
distinction is that the teacher and the learner are separate in space and possibly time”
(p. 741). In 1995 Keegan stated that “distance education and training result from the
technological separation of teacher and learner which frees the student from the necessity
of traveling to a fixed place, at a fixed time, to meet a fixed person, in order to be trained”
(p. 7). Imel (1998) reported, “Education in which teachers and learners are separated by
time and distance has usually been referred to as distance education” (p. 1).
Greenberg (1998) stated that the term distance education “has varied in meaning
over the past 25 years because of changes in technology used to deliver distance
education to the learner” (p. 36). He went on to provide “a contemporary definition” as “a
planned teaching/learning experience that uses a wide spectrum of technologies to reach
learners at a distance and is designed to encourage learner interaction and certification of
learning” (p. 36).
During the past 20 years the descriptors that identify methods of delivering
education have expanded to include standard use of online education, online learning,
and online courses for what was earlier called distance education or distance learning.
These online terms were born out of the use of the Internet to deliver education, and they
are related, therefore, to a definition of the Internet.
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Online Education and Technology
According to Leiner et al. (2014) on October 24, 1995, the Federal Networking
Council agreed that
The term “Internet” refers to the global information system that -- (i) is
logically linked together by a globally unique address space based on the
Internet Protocol (IP) or its subsequent extensions/follow-ons; (ii) is able
to support communications using the Transmission Control
Protocol/Internet Protocol (TCP/IP) suite or its subsequent
extensions/follow-ons, and/or other IP-compatible protocols; and (iii)
provides, uses or makes accessible, either publicly or privately, high level
services layered on the communications and related infrastructure
described herein. (“History of the Future,” para. 1)
Although distance education began in the corporate world in the 1980s when
companies used computer-based programs to train new employees, the limitations of then
current technology provided only narrow applications (Holmberg, 1986). However, when
knowledge of and infrastructure for the Internet spread beyond university and
government laboratories, it became available to commerce and education. Companies
could and did train new employees who lived in remote locations, communicating with
their employees online. As commercial entities realized the financial benefits of the
indirect, online training process, their use of the Internet expanded rapidly to other
aspects of their operations (See Imel, 1998; Leiner et al., 2014).
Meanwhile, in education CALCampus was founded in 1982 in Rhode Island as
the first Computer Assisted Learning Center for adults. Integrating the World Wide Web
into its mission, in 1994, that distance learning organization introduced the first entirely
online curriculum. Following CALCampus’s lead, more and more colleges and
universities began forming their own online education programs (Leiner et al., 2014).
However, this early online education was not efficient; the Internet-accessible materials
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were lessons and lectures consisting almost entirely of text. There were few images, and
almost all of them were tiny and poor quality with students needing to print and mail their
assignments to the professor (Bebawi, n.d.).
With increasing sophistication and affordability of technology came rapid growth
of distance education at the college level. From the mid-1990s through the early 2000s,
advances in technology (e.g., the Internet, personal computers, webcams, and internal and
external microphones) enhanced the production, accessibility, and efficiency of online
communication (Schlosser & Simonson, 2010). In this age not only text-based lessons,
but images, videos, and virtual classrooms became available. For example, in the fall of
1995, 57% of institutions offering distance education used two-way video, and 52% used
pre-recorded video. About one fourth of these institutions used two-way audio with oneway video (Greene & Meek, 1998).
While higher education institutions employed a variety of technologies, by 19971998 more institutions used video and Internet technologies than any other modes of
delivery according to a survey conducted by the National Center for Education Statistics
(Lewis, Snow, Farris, & Levin, 1999). Now, according to Smith (2014, p. 1), “Contrary
to the popular image of online classes consisting largely of video from a camera planted
at the back of the lecture hall, Harvard [exemplifying ‘prestigious’ universities] is
increasingly using mini-documentaries, animation, and interactive software tools to offer
a far richer product.”
Technology has also impacted the labeling and categorization of online education
(Browne, 2010, para. 2). Browne described live online learning as real time in nature
using technologies like video conferencing and online classrooms and providing students
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with interaction with the instructor and fellow students. Browne also identified
asynchronous online education which does not occur in real time and consists mostly of
materials posted to the Internet where it is stored for students to access at their
convenience. Likewise, Parsad, Lewis, and Tice (2008) had stated that synchronous
Internet-based courses refer to simultaneous or “real-time” computer-based instruction,
while asynchronous Internet-based technologies are used for courses that are not based
on simultaneous computer-based instruction.
Other ways in which technology-based courses have been identified (e.g., Allen &
Seaman, 2013; Parsad et al., 2008) included these five formats of online courses: 1) adult
online education that teaches basic skills and fights illiteracy; 2) hybrid education that
combines online and face-to-face instruction within individual courses; 3) online
continuing non-degree education that advances specific skills; 4) online distance
education that consists of online courses that in combination with face-to-face courses
could be applied to a degree; and 5) higher education that consists only of online courses
that, like their face-to-face counterparts, lead to associate’s, master’s, and doctoral
degrees. Lokken (Instructional Technology Council, 2013) found growth in the use of
courses identified as blended, hybrid, Web-assisted, Web-enhanced, and Web-facilitated.
Technology has enabled students to engage in coursework beyond the classroom
walls, and many of them have completed their education without ever stepping into a
face-to-face classroom (Allen & Seaman, 2011). Today’s students, having grown up with
technological advantages, are very aware of how technology plays a major role in modern
life (Martinez & Harper, 2008). The growing use of Web 2.0 and social networking is
changing patterns of interaction and may impact instruction by helping students make
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connections and by influencing their interactions, collaboration, and knowledge creation
(Tarantino, McDonough, & Hua, 2013).
Online Higher Education
Online Education: Its Institutional Growth
Nearly every article and research report written on distance education or online
learning in the 1990s and 2000s starts with a comment and statistics on the growth of
non-face-to-face methods of delivering instruction. Most of the statements address the
increases in the numbers and types of institutions offering online coursework; the
numbers and types of courses offered; and the numbers, academic levels, and
demographics of the students enrolled in distance or online education.
In 1995, the National Center for Education Statistics (NCES) conducted its first
survey on distance education courses offered by higher education institutions (Greene &
Meek, 1998). In declaring that “distance education is emerging as an increasingly
important component of higher education” (p. 1), Greene and Meek reported the 19941995 data gathered by the NCES “to provide information about distance education on a
national scale” (p. 1). In that study, distance education was defined as “education or
training courses delivered to remote (off-campus) locations via audio, video, or computer
technologies” (p. 1).
NCES sought to answer “How extensive are distance education course offerings?”
Greene and Meek reported that during academic year 1994–95, an estimated 25,730
distance education courses with different catalog numbers were offered by higher
education institutions. Of these courses, 45% were offered by public 4-year institutions,
39% by public 2-year institutions, and 16% by private 4-year institutions. Then, in Fall
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1995 about half the institutions that offered distance education courses had offered 10 or
fewer courses in academic year 1994–95, with 24% offering one to four courses, and
21% offering five to 10 courses (p. 1).
Greene and Meek (1998) went on to identify the number of students and which
“audiences” were being served. They reported that of about 14.3 million students enrolled
in higher education institutions in fall 1994, about 758,640 students were formally
enrolled in distance education courses. Undergraduate and graduate students were seen as
target audiences more than other types of students. Eighty-one percent of the institutions
reported offering courses designed primarily for undergraduate students; 34%, for
graduate students. Thirteen percent offered courses designed primarily for students in
professional continuing education, and 6% or fewer offered courses designed primarily
for each of the following: elementary/secondary students, adult basic education students,
other continuing education students, and other types of students.
Of the representative sample of public and private two-year and four-year
institutions surveyed in this 1995 NCES study, one third offered distance education
courses, another quarter planned to offer such courses in the next 3 years, and 42% did
not offer, and did not plan to offer, such courses in the next 3 years. A much greater
percentage of public than of private institutions offered distance education courses: 58%
of public 2-year and 62% of public 4-year institutions, compared with 2% of private 2year and 12% of private 4-year institutions.
Comparing data from the 1994-1995 academic year with that of 1997-1998, the
second NCES study of online education (Lewis et al., 1999) showed an increase from
33% to 44% of the nation’s 2-year and 4-year postsecondary institutions offering distance
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education courses through 1,661,100 enrollments including 1,363,670 enrollments in
college-level, credit-granting distance education courses. Comparing these 1997-98
figures to the 1994-95 NCES data indicated that the distance education enrollments and
number of course offerings had approximately doubled since fall 1995.
In 2002, according to Ferguson & DeFelice (2010), more than 1,000 colleges and
universities reported online learning to be a significant strategy for their long-term
planning. Just one year later 49% of those colleges and universities had acted on this part
of their strategic plans. By 2005, this number had increased to 56% of those universities
using the online method of delivering their coursework (Allen & Seaman, 2007).
Administrators of colleges and universities were recognizing that competitive marketing
of their online offerings would be necessary if they were to gain and retain a substantial
portion of the students enrolling in higher education (Austin, 2010).
By 2012, the “Survey of Online Learning” conducted by the Babson Survey
Research Group revealed that the number of students taking at least one online course
had surpassed 6.7 million (Allen & Seaman, 2013, p. 17). This was an increase of
572,000 students over the previous year and compared to only 1.6 million in 2002, when
about 72% of colleges offered some form of online learning, and that number had
steadily increased to nearly 87% in 2012 (Allen & Seaman, 2013). According to the
Sloan Consortium (Allen & Seaman, 2007), whereas most types of institutions of higher
education had shown substantial growth in online education, there were some clear
leaders. Two-year institutions granting associate’s degrees had the highest growth rates
and accounted for more than half of all online enrollments for the previous five years.
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Further numerical details of the growth in online education from 1995 through
2007 can be traced in the NCES studies reported by Greene and Meek (1998); Lewis et
al. (1999); Waits, Lewis, and Greene (2003) and Parsad et al. (2008). However, in more
recent years direct comparisons of the statistics have become difficult to impossible
because of changing definitions or lack of specific definitions. For example, the NCES
changed its definition of distance education in its 2006–07 study.
First, the definition no longer included a criterion for instructional delivery
to off-campus or remote locations because online courses could be
accessed on campus at a convenient time and place (e.g., between classes
and in a computer lab). Second, the definition included correspondence
courses and distance education courses that were designated by
institutions as hybrid/blended online courses. (Parsad et al., 2008, p. 1)
However, the data and data comparisons offered in this section are sufficient to support
the observation by Smith (2014), who stated,
Online coursework is booming….Even prestigious schools like Harvard
have tossed their hats into the online ring, according to a May 18 article in
The Boston Globe. Quietly, Harvard has built what amounts to an inhouse production company to create massive open online courses, or
MOOCs, high-end classes that some prestigious universities are offering
for free to anyone in the world, generally without formal academic
credit….The digital trend is opening the doors of higher learning for a
variety of students with different needs and lifestyles than face-to-face
students. (“Online coursework is booming,” para. 1-3)
Quality of Online Higher Education
The expansion of online education throughout higher education during the past 10
to 15 years has been accompanied by changing perceptions and concerns about the
quality of online education compared to face-to-face education among administrator,
faculty, and student stakeholders in higher education (e.g., Allen & Seaman, 2011; Allen
& Seaman, 2014a; Austin, 2010; Parker, Lenhart, & Moore, 2011). The valuing, or
devaluing, of online education by institutional, decision-making leaders; teaching faculty;
27

and students themselves may impact how students view their needs, goals, and concerns
as well as their satisfaction with, learning from, and success in completing their online
education at community colleges. Therefore, the nature of the perceptions of those
stakeholders is of interest here as a foundation with possible implications for
understanding and explaining student perceptions.
Administrator perceptions. In 2003, 42.8% of chief academic officers reported
that they considered the learning outcomes for online instruction to be inferior to those of
face-to-face teaching (Instructional Technology Council, 2008). However, the valuing of
the quality of online instruction has improved considerably over time with the proportion
of academic leaders considering online to be inferior to face-to-face instruction dropping
to about 33% by 2011 (Allen & Seaman, 2011). In 2013 there was a 12% increase in the
number of administrators who believed online outcomes are inferior to those in face-toface courses. However, this increase occurred among institutions that do not have online
offerings (Allen & Seaman, 2014a).
By contrast with those negative perceptions, Swan (2003b) found that 57.2% of
academic leaders surveyed rated online learning outcomes the same or higher than faceto-face learning outcomes. These positive perspectives had increased to 62% of surveyed
academic leaders in 2006 (Tallent-Runnels et al., 2006).
In the Wickersham and McElhany (2010) study of the administrators at a single
Texas institution, all of the institution’s administrators considered online instruction to be
a quality learning experience for students. However, some of these leaders indicated that
quality for some online courses depended on the instructor, the design of the course,
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and/or implementation of some method of continuous improvement to ensure standards
of quality are being met.
By 2011, over two-thirds of academic leaders believed that online education is
‘‘just as good as or better” than face-top-face education (Allen & Seaman, 2011, p. 13).
A year later, “over three-quarters of academic leaders believed online is just as good as or
better than face-to-face courses relative to learning outcomes” (Allen & Seaman, 2013, p.
24). However, again according to Allen and Seaman (2014a), chief academic officer
ratings of learning outcomes in online education as the same or superior to those in faceto-face education fell to 74.1% in 2013.
Using a criterion of educational value of online courses, Parker et al. (2011)
reported that about half (51%) of the college presidents surveyed in their large national
study perceive that online courses offer an equal value compared with courses taken in a
classroom. In 2011, Allen and Seaman reported that according to chief academic officers
throughout public and private higher education institutions, in seven surveys
administered by the Babson Survey Research Group between 2002 and 2011, faculty
acceptance of the “value and legitimacy of online education” varied between 27.6%
(2002) and 33.5% (2007) with 32.0% agreeing in 2011(p. 17). In summary, whether
reported as a negative perception of “inferior to” or a positive stance of “equal or superior
to,” more than half of the sampled administrators in higher education indicated favorable
perspectives on the quality, value, or learning outcomes of online education compared to
face-to-face education.
Faculty perceptions. Mixed positive and negative perspectives have also
characterized the reactions of many faculty members to online education. In both the
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Guidera (2004) and Wingard (2004) studies of the effectiveness of online instruction,
faculty reported online education to be effective relative to student engagement and
active learning (Wingard) and seven principles of effective undergraduate education
(Guidera).
Seaman (2009a) reported the results of a survey of 10,700 faculty members from
69 colleges and universities across the country. The general findings included one that
“faculty are not uniform in their opinions toward online learning. Faculty with experience
developing or teaching online courses have a much more positive view towards online
instruction than those without such experience. Faculty with no online experience remain
relatively negative about online learning outcomes” (“Executive Summary,” para. 2).
However, well over 80% of faculty with any experience teaching or developing an online
course have recommended online courses to students.
In an extensive study comparing instructor and student perceptions of the
effectiveness of online courses in community college settings, “course effectiveness was
analyzed along the following composites: flexibility, user interface, navigation, getting
started, technical assistance, course management, universal design, communications,
online instructional design, and content” (DaCosta, Kinsell, Seok, & Tung, 2010,
“Purpose,” para. 1). The descriptive results of this study “indicated that, overall, students
and instructors had positive perceptions of online course effectiveness. Findings,
generally speaking, are in line with past studies investigating the perceptions of
instructors and students with regard to online courses.” (DaCosta, et al., 2010,
“Conclusion,” para. 1)
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Based on a 2013 “Inside Higher Education Survey of Faculty Attitudes on
Technology,” Halfond (2013) reported that, regardless of rank, type of institution, and
first-hand experience, 21% of all the faculty respondents agreed or strongly agreed that
“online courses can achieve student learning outcomes that are at least
equivalent to those of in-person courses” [according to response levels
ranging from] 17% of tenured faculty to 25% of part-time faculty and 59%
of Technology Administrators…. All faculty groups, though, think more
highly of their own institution’s capability for quality online courses, with
agreement growing to 26%. And those who themselves have taught online
are twice as positive as those who only teach in-person. In short, the closer
professors are to the actual experience, the more favorable they are.
(Halfond, 2013, “Lack of familiarity breeds contempt,” para. 1)
Research studies of faculty perceptions of the quality of online education are
limited. The criteria by which “quality” is perceived are highly varied making it
extremely difficult to reconcile and generalize from the existing research results.
Student Perceptions. According to DaCosta et al. (2010) overall findings from
studies examining student perceptions of online course effectiveness have been positive.
Whereas such early studies as O’Malley and McGraw (1999), Koohang and Durante
(2003), Jurczyk, Benson, and Savery (2004) do report favorable student perceptions,
these research reports do not provide a comparative review of student perceptions about
online versus face-to-face education.
In a study of undergraduate, part-time, adult students enrolled in both face-to-face
and online courses, Hannay and Newvine (2006) found that students “strongly” preferred
the online courses to the face-to-face classroom. Over half of the students reported that
they felt they learned more in the online environment than in the face-to-face classroom,
that they were more likely to read for their online courses than for the face-to-face
courses, that they spent more time on these classes, and that these classes were more
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difficult yet of higher quality than face-to-face classes. Hannay and Newvine concluded
that students strongly prefer distance education because it allows them to balance their
other commitments more easily while not sacrificing a quality education for the
convenience of utilizing distance learning.
Dobbs, Waid, and del Carmen (2009) studied student perceptions of online
courses comparing the questionnaire data from 180 surveys completed by undergraduate
students enrolled in face-to-face courses in criminology and criminal justice (CRCJ) with
that of 100 students enrolled in an online CRCJ degree program at the same university.
Using items with reversed agreement/disagreement scales on different versions, these
investigators found that both those students who had taken online courses and those who
had not, generally agreed that face-to-face courses are easier than online courses and
disagreed that online course are easier than face-to-face courses. While both groups
tended to view face-to-face courses as easier, they also agreed that students learn more in
face-to-face courses while disagreeing that students learn more online. Dobbs et al.
(2009) suggested “while one might suppose that students would think that they would
learn less in courses they identify to be easier, perhaps the difference lies in their outlook
regarding the effort online courses take” (p. 21). Students in both groups generally agreed
that it takes more effort to complete an online course. This increased effort is possibly
what students are equating with lack of ease.
Regarding the overall quality of online courses, Dobbs et al. (2009) also found
that students
who had taken an online course disagreed that the quality of online
courses was lower than face-to-face courses, while those who had not
taken an online course agreed with this item. Further, those who had taken
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five or more online courses more strongly disagreed with this item than
did those who had taken one or two to four online courses. Similarly,
those who had taken five or more courses disagreed that students learn
more in face-to-face courses, while those with one or two to four online
courses agreed that this was the case. (p. 21)
In their study of the value of “online learning,” Parker et al. (2011) found that
approximately one-in-four college graduates (23%) report that they have taken a class
online. However, the proportion doubles to 46% among those who have graduated in the
past ten years. Relative to perceptions of the value of online education by these former
students, Parker et al. found that among all adults who have taken a class online, 39% say
the format’s educational value is equal to that of a course taken in a classroom.
In 2011, Allen and Seaman suggested that while the level of student satisfaction is
clearly not a measure of quality, it is one dimension that academic leaders believe is
equivalent for both online and face-to-face courses and has been since their reports first
examined this aspect in 2004. The most recent results (2011) confirm this, with nearly
two-thirds of all academic leaders surveyed reporting that they believe that the level of
student satisfaction is ‘‘about the same’’ for both online and face-to-face courses.
However, “a small number believes that satisfaction is higher with online courses, while
a slightly larger number say it is higher for face-to-face courses” (p. 14).
Evaluation of Online Higher Education
As online education burgeoned throughout higher education during the past two
decades, the need for assessment and evaluation of various aspects of online education
has been recognized by faculty and administrators. The following sample of reports
typifies research-based support for that need.
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Community College Professor Murphey (2006) stated that institutions that
establish a distance education vision in their strategic plan are the most successful.
Institutional commitment to self-evaluation that effectively assesses an institution’s
current level of online student support services is critical. He warned that institutions
need to become aware, through self-evaluation, of their strengths, weaknesses,
opportunities for improvement, and threats from diminished services because a lack of
commitment and evaluation is detrimental to the quality of distance education programs.
Fike and Fike (2008), stated that community colleges tend to enroll more
underprepared students than do universities because of open-door policies at community
colleges versus selective admission standards at most universities. With an interest in
student retention, professors Fike and Fike analyzed predictors of fall-to-spring and fallto-fall first-year student retention in community colleges. These researchers concluded
that, for the 9,200 students they studied, research-based best practices in developmental
education, mandatory assessment and placement, systematic program evaluation, and
emphasis on professional faculty development should be implemented.
President of Technology and Instructional Services, Austin (2010) stated that at
her central Michigan community college regular assessment and related improvements
remain a high priority. Austin identified an issue that centered on ensuring student
success through developing a system for online student evaluation of full-time online
faculty members. A system was being developed to conduct student evaluations every
semester for adjunct faculty who teach online courses, but some full-time faculty
members did not support the same system being applied in their online classes because
the evaluation practice would differ from their on-site student evaluations. Regardless of
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the politics of the individual situation, the reality is that evaluation was recognized as a
need.
Using in-depth interviews of administrators and faculty at a Texas institution
“experiencing tremendous growth in online course design and offerings,” Wickersham
and McElhany (2010, p. 2) identified evaluation and assessment as essential elements
needed for quality online education. However, when administrators were asked if they
were aware of institutional quality standards by which their online courses were
evaluated, the majority of administrators said they were not aware of any. A few
department heads reported that the quality standards they were using were those provided
by the accrediting bodies for their disciplines. The faculty in this study identified
assessment and evaluation as faculty development needs. Based on their findings,
professors Wickersham and McElhany concluded that there was a need for implementing
best practices for assessment of learning and evaluation of programs in online education
at this institution.
“Chronic problems” and “pressing needs” in online education were identified in
2013 by Lokken, Associate Dean at a Truckee, California community college. Lokken
identified online course quality, course evaluation, and accreditation-based assessment as
three of those problems and needs.
While faculty and administrators were identifying the research-based need for
evaluation of online education, other investigators in higher education were developing
and implementing methodologies for responding to that identified need. A number of
studies are briefly reviewed below to demonstrate the researcher response to the need for
program and course evaluation. These particular studies were selected for review here
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because they all pursued evaluation using perception data, the type of information of key
interest in the present dissertation research.
For example, an early response was that of O’Malley and McGraw (1999). These
investigators developed a 128-item, 7-point Likert-type survey questionnaire which they
administered to students in a variety of business courses at a single university. The
purpose of their study was to investigate student perceptions of the effectiveness of
distance and online learning to determine which dimensions of online learning provided
advantages relative to traditional methodologies.
Seeking to evaluate a hybrid “distance learning” program, Koohang and Durante
(2003) created a 10-item, Likert-type instrument based on instructional objectives. These
investigators collected student perceptions of web-based distance learning activities and
the assignment portion of the hybrid program.
Three studies in 2004 advanced the evaluation of online higher education.
Guidera (2004) investigated the perceptions of faculty at both public and nonprofit
private institutions in the United States—including 2-year institutions, 4-year colleges,
and universities—on the effectiveness of online instruction in terms of seven principles of
effective undergraduate education. Jurczyk, Benson, and Savery (2004) used a standardsbased approach to measure student perceptions in web-based courses in an effort to
develop a process for evaluating perceptions. Wingard (2004) employed a perceptionsbased methodology to evaluate the effect of faculty preparation of learning resources on
the Web. His dependent variables were student engagement and active learning.
Recognizing the need for the evaluation of online instruction, Seok conducted a
series of four studies from 2006-2008 (see DaCosta et al., 2010) in which she identified
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and validated 99 indicators for transformation into item scales and subscales on
instruments to be used to evaluate processes and productivity of online instruction. In the
DaCosta et al. (2010) study instructor and student perceptions of the effectiveness of
online courses were compared in community college settings. “Course effectiveness was
analyzed along the following composites: flexibility, user interface, navigation, getting
started, technical assistance, course management, universal design, communications,
online instructional design, and content” (“Purpose,” para. 1). Seok’s series of studies
represents a comprehensive response to evaluating online education using perception
data.
Summary
As online higher education programs, courses, and enrollments have grown
rapidly over the past two decades, front-line stakeholders have questioned the quality and
the evaluation of the quality of their online education ventures. This section has provided
reviews of literature that address online education relative to 1) its growth, 2) its quality,
and 3) the need for its evaluation in higher education. These three topics have been
developed using, primarily, the perceptions of institutional administrators, teaching
faculty, and online students as reported in that body of literature. This section serves as a
general foundation on which to launch a consideration of online education in one specific
type of institution of higher education, the community college.
Community Colleges and Online Education
This section of Chapter II provides an overview of community colleges and online
education at community colleges. The purpose of its inclusion is to provide background,
context, and points of reference for identifying and discussing student perceptions of
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online education at community colleges, the primary focus of this study. This section
addresses seven main topics: 1) a brief history of community colleges; 2) missions of
community colleges 3) rationale for institutions to offer online higher education;
4) rationale for students to enroll in online higher education; 5) challenges and changes
instilled by online higher education; 6) online higher education programs and services,
and 7) technology in online higher education.
Community Colleges: A Brief History
Although the roots of the modern community college were grounded in general
liberal arts studies offered by two-year junior colleges first founded in 1901, the
evolution of this responsive and resilient institution was characterized by a
comprehensive mission of addressing the socio-economic and educational needs of the
residents in its locale (American Association of Community Colleges [AACC], 2014b;
Cohen & Brawer, 2003). Becoming a national network of 457 public community colleges
in the 1960s (AACC, 2014b), the Community College name was derived from the fact
that these institutions were intended primarily to attract and accept students from their
local communities (Burr, 2006).
The AACC (2014d) suggested that one impetus for the development of
community colleges in the early 20th century was the challenge to the U.S. posed by
global economic competition.
National and local leaders realized that a more skilled workforce was key
to the country’s continued economic strength—a need that called for a
dramatic increase in college attendance—yet three-quarters of high school
graduates were choosing not to further their education, in part because
they were reluctant to leave home for a distant college. (AACC, 2014d,
para. 1)
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The missions of community colleges began then to include any or all of five areas
of instruction (Deegan & Tillery, 1985): 1) career education and preparation of students
for an occupation, 2) compensatory education and enhancement through remedial studies,
3) community education and reaching out with extended services, 4) collegiate functions
and new directions for the liberal arts, and 5) general education and the development of
an integrated curriculum. “The typical early community college was small, rarely
enrolling more than 150 students. It nevertheless offered a program of solid academics as
well as a variety of student activities” (AACC, 2014d). Community colleges also
appeared in rural America in the early 1960s as one answer to higher education needs of
that population (Burr, 2006). Historically,
A distinctive feature of the institutions was their accessibility to women,
attributable to the leading role the colleges played in preparing grammar
school teachers. In such states as Missouri, which did not yet require K-8
teachers to have a bachelor’s degree, it was common for more than 60
percent of community college students to be women, virtually all of them
preparing to be teachers (AACC, 2014d, para. 4).
Community colleges have continued throughout their history to address the
societal need for a well-trained labor work force (Baker, 1994; Radford, 2011). Even in
the presence of great technological advancement in recent decades, labor jobs are still
very much in demand. Career and technical education has long been viewed as a fast
track to a practical career, but it is widely recognized and understood today that students
require training beyond high school to prepare for entry into the workforce (Rodriguez,
Hughes, & Belfield, 2012). One indication of the response of community colleges to the
need for an expanded workforce has been the increase of the number of career and
technical education instructors by 21,400 from 2011 to 2012 (Bureau of Labor Statistics,
2014).
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Throughout their history, community colleges (and their progenitors—junior
colleges) responded to national crises. For example, as described by the AACC (2014b),
during the Depression of the 1930s community colleges began offering job-training
programs as a way of easing widespread unemployment. After World War II, the
conversion of military industries to producers of consumer goods required trained
employees to fill the new, skilled jobs. The AACC (2014b) report continued by making
the following two points. Responding to this workforce need, along with the GI Bill, led
community colleges to transformational change in the higher education options they
developed. Then in 1948, the Truman Commission recommended the creation of a
network of public, community-based colleges to serve local needs.
Today, the 1,166 institutions in the United States (AACC, 2014b), many with
multiple campuses, are facing internal challenges as well as continuing external pressures
to provide an “educational marketplace” of opportunities to meet the demands of the
diverse populations that people our rural, suburban, and urban communities. Burr (2006)
suggested that in the near future, the very strength of community colleges—their multifaceted mission—will also be their greatest weakness—a mission too comprehensive to
be effective in all things. It will be incumbent on community college faculty and
administration to evaluate the utility of their academics and services to local
communities, states, and society as a whole. They will need to follow through making
hard choices about how to expend their limited resources.
Community College Missions
In 2005 Rosenfeld stated that “Community colleges have become many things to
many people over their century-long transformation from junior colleges into
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comprehensive learning environments” (p. 1). He went on to discuss community college
“efforts in delivering education and training, supporting industrial development, and
serving all—including the poorest, newest, and underachieving segments of the
population” (p. 1) as a success story based on the ability and willingness of these
institutions “to take on missions and serve people that other sectors of education could
not or would not” (p. 1).
In telling the “Community College Story,” Vaughn (2006) described the broad
mission of community colleges as the provision of access to postsecondary education
programs and services that lead to stronger, more vital communities (“The Mission,”
para. 1). In excerpting from Vaughn’s story, the AACC (2014d) reported that
In simplest terms, the mission of the community college is to provide
education for individuals, many of whom are adults, in its service region.
Most community college missions have basic commitments to: serve all
segments of society through an open-access admissions policy that offers
equal and fair treatment to all students, [provide] a comprehensive
educational program, serve its community as a community-based
institution of higher education, [and provide] teaching [and] lifelong
learning. (Link to “Mission”)
Whereas the commitment of community colleges, in general, is essentially the
same, each community college has its own mission statement, and those statements
portray highly varied views of these institutions’ intentions. In his address to the AACC
2013 annual convention, Seymour, a visiting professor at California State UniversityChannel Islands, reported that “Harper College in Illinois has the world’s most succinct
mission statement. It is just one word—‘Finish’—while another institution’s mission
statement is over 400 words” (Ashford, 2013). The single-word mission statement was
most certainly consistent with Ashford’s premise, “mission, vision and values: keep them
short and sweet” (“A crucial exercise,” para. 4).
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In his address, Seymour also said that he found it odd that “remedial” and
“developmental” are rarely found in mission statements, although they are among the
chief purposes of community colleges. Conversely, “the words most often used are
‘vocational,’ ‘technical,’ ‘career,’ and ‘workforce’” (Ashford, 2013, “A crucial exercise,”
para. 5).
“Although having effective mission, vision and values statements are [sic] crucial
for a community college to spell out its noble ambitions” (Ashford, para. 1), according to
Seymour (2013) “community colleges must re-imagine their purposes and practices in
order to meet the demands of the future” (“A blueprint for the 21st century,” para. 4).
Institutional Rationale
From the perspective of a vice president of technology and institutional services,
Austin (2010) identified “factors” that drove the development of a “quality, robust online
program” at a three-campus central Michigan community college in the 1990s. Those
factors included 1) the provision of post-secondary education to unserved and underserved potential students and 2) the need for a viable method to increase enrollments
thereby providing a long-term revenue stream in the presence of an ongoing outmigration and decrease in the state’s population and declining birth rates.
Student needs. As has been true historically in education, meeting students’
needs and demands is still a key to success in achieving institutional strategic goals and
plans (Ferguson & DeFelice, 2010). Numerous sources have suggested that postsecondary institutions have added online courses and programs as an alternative to
classroom-based education in response to students’ perspectives (Austin, 2010; Mitchell,
2009; Noel-Levitz, 2011).
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Lei and Gupta (2010) suggested that a rationale of many higher education
institutions for adopting out-of-the-classroom learning approaches had been
accommodation of specific student groups, especially those working full-time, those with
complex schedules, and those with special needs. Leist and Travis (2010) indicated that
like their urban and suburban counterparts, many rural community colleges were
incorporating online courses into their certificate and degree programs to “improve their
educational reach” (p. 17). In their ruralism, these community colleges were seeking to
serve individuals dispersed over large geographical expanses often spanning multiple
counties and thousands of square miles.
In an in-depth case study of online education and organizational culture of a large,
suburban community college, Mitchell (2009) contended that an “overarching belief”
among community college administrators was that online education was a necessary way
for their institutions to reach out to expand and support their student base, to provide
community outreach, and to expand or enhance the college mission. At her institution,
which was serving about 60,000 students in 2009 and that was offering all of its courses
and programs in an online format, an administrator interviewee concurred. “We always
did try to provide alternate delivery systems, personalized options, community-based
learning…. It’s a community college, so we try to reach the community in any way that
we can” (Mitchell, 2009, “Structural Changes Regarding Online Changes,” para. 7).
Mitchell concluded that “the challenge to community colleges in the 21st century is not to
decide why they should have an online distance learning program, but to decide how to
design and implement such a program” (“Vision and Plans,” para. 6).
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Fiscal Considerations. The impetus for many institutions to implement online
higher education was fiscal. The budgets of nearly all institutions of higher education
decreased over the past 15 years. Community colleges, like other institutions, have been
experiencing an era of reduced funding (Mallory, 2009; Oliff, Palacios, Johnson, &
Leachman, 2013). As a share of total revenues, state and local appropriations have fallen
every year over the past decade, dropping from 70.7% in 2000 to 57.1% in 2011
(Chakrabarti, Mabutas, & Zafar, 2012). In the past five years, state cuts to higher
education funding have been severe and almost universal (Oliff et al., 2013).
According to Chakrabarti et al. (2012), state and local support for public higher
education per student (excluding loans) fell by 21%, from $8,257 to $6,532 (numbers
adjusted for inflation and reported in 2011 dollars) between 2000 and 2010. However,
funding patterns differed across the states. For example, from 2009 to 2010 the
percentage change in public funding per student decreased 11.6% in California and 7.5%
in New York but increased in North Dakota by 16.7% and by 6.6% in Texas (Chakrabarti
et al., 2012).
Faced with dwindling state funding in most states, public institutions of higher
education have been forced to find ways to shift their costs or raise revenue on their own
(Chakrabarti et al., 2012). “The situation is not as frantic or dire as it was several years
ago, but since tuition does not pay for all of the operation costs at a community college,
the decrease in state funding has meant that colleges continue to struggle to address
chronic problems” (Mullins, 2013, para. 3). The impact of decreased external funding on
institutional budgets continues to have colleges and universities cutting spending, raising
tuition, promoting enrollment increases, and seeking internal strategies to cover the gap
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between costs and funding (Hiltonsmith & Draut, 2014; Mallory, 2009; Oliff et al.,
2013.) One of those strategies has been the offering of online education, deemed a viable
revenue source by decision makers in higher education (Austin, 2010).
Student Rationale
In the late 1990s, reports indicated that students were seeking the opportunities
online education offered via “anytime, anywhere” accessibility, flexibility that enabled
students to work at their own pace, and the time afforded students to reflect on materials
and their replies before responding (Berge, 1997; Jiang, 1998; Matthews, 1999). Later,
three student needs frequently identified were accessibility to students at locations often
far from the source of the instruction, flexibility in program structure to accommodate
students’ work schedules, and cost effectiveness (Leonard & Guha, 2001; Richardson &
Swan, 2003; Vaughn, 2007).
In the survey for the 2011 National Online Learners’ Priorities Report (NoelLevitz, 2011) students were asked why they had chosen online education. In the order of
student ratings of importance, their reasons included: convenience, flexible pacing for
completing a program, student work schedule, program requirements, reputation of
institution, cost, financial assistance available, ability to transfer credits, future
employment opportunities, distance from campus, and recommendations from an
employer.
According to a 2012 collaborative study by the Babson Survey Research Group
and the College Board (Mlot, 2012), the following percentages of their respondents
identified these benefits from online learning: 68% could better juggle family and work
responsibilities with school, 64% were better able to do school work anywhere at any
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time, 37% valued the availability of accelerated courses, 30% identified lower cost
overall, 18% were able to complete their course of study quicker, 12% appreciated access
to a larger variety of programs, 9% identified more effective learning methods, and 2%
provided other reasons.
According to the findings of the Babson and Quahog Research Groups (Allen &
Seaman, 2013), the following primary reasons for taking an online course were offered
by the percentage of the respondents indicated: convenience—57.3, same class on
campus was full—7.7%, good past experience—6.2%, travel prevented on-campus
attendance—4.4%, easier than on-campus class—3.6%, curiosity—3.2%, extra online
course helped student graduate sooner—2.2%, self-paced classes—2.2%, had the course
recommended by someone—1.4%, and other responses—12%.
The Aslanian and Clinefelter (2013) data from their national sample of 1500
online students yielded the following self-reported student reasons, identified here with
associated percentages of respondents. Of the participants in this study, 92% identified a
career-related rationale. Other reasons included: to balance work, family, and social
responsibilities—68%; to study anytime and anywhere--64%; to access—accelerated,
fast-track courses—37%; to lower costs—30%; to achieve faster program completion—
18%; to access a greater variety of programs—12%; to access certain credentials—9%;
and to experience a more effective learning method—9%.
Although participants in the enterprise of higher education at community colleges
have identified numerous reasons for institutionalizing online education, they, along with
researchers, have also described the challenges involved in developing and implementing
online education programs at community colleges. The next section of this study
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discusses those challenges as well as both planned and unplanned institutional changes
associated with online education.
Challenges and Changes
Both the initial development and the subsequent implementation of a quality
online education program at a community college require transformational change
(Austin, 2010; Mitchell, 2009). Such changes include physical, organizational, and
programmatic modifications with an inevitable shift of resources (Levy, 2003) and
creative use of assets (Torres & Viterito, 2008). During the initiation of online education
programs in the 1990s and early 2000s, institutional personnel discovered numerous
internal and external challenges (Austin, 2010). Resolving these issues resulted in
substantial structural and procedural changes (Austin, 2010; Leist & Travis, 2010; Levy,
2003; Mitchell, 2009) as well as culture shifts (Mitchell, 2009; Torres & Viterito, 2008)
involving finances, personnel, pedagogy, and students. Two issues that arose across all of
these challenges were program quality and evaluation/assessment.
Finances. Implementation and maintenance of online education has its start-up
and ongoing costs. The online mode of delivering instruction brings with it, at least,
expenses associated with providing 1) new and/or revised curriculum; 2) faculty and staff
training and support; 3) student training and support services; and 4) technology
infrastructure and staff (Bartley & Golek, 2004; Cedja, 2007; Levy, 2003; Lokken, 2014;
WICHE, 2010, 2014 ). However, as Lokken (2013) pointed out, there are also costs
associated with the chronic problems of student retention, course quality, ADA
compliance, lack of student preparedness, and accreditation-based assessment.
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In proposing strategies to address the challenges associated with the costs of
online education in an environment of financial stringency, Levy (2003) concluded that
online education can “undoubtedly” be a costly venture for any institution. Addressing
those costs requires “appropriate” planning if that college is to use its limited resources
effectively, efficiently, and wisely.
To assist in the determination of a cost-to-benefit ratio of online education,
Bartley and Golek (2004) developed a matrix with which the costs of online education
and training could be tabulated and/or compared with the costs of the traditional
education. These researchers selected analysis, design/development, implementation,
evaluation, and grand total as variables for which to calculate both one-time and per
session costs of either or both online and face-to-face “training” (p. 173). Bartley and
Golek concluded that their model would be useful to institutions needing to demonstrate
financial justification for the conversion to online education programs.
Another strategy for addressing these challenges has been the resource sharing
afforded by organizations like WICHE. This consortium has “helped institutions
conserve precious fiscal resources” (WICHE, 2010, p. 7) with such activities as: 1)
brokering comprehensive property insurance; 2) contracting for copying, printing, and
document management services; 3) developing, evaluating, and disseminating materials
and processes related to Web accessibility for use by institutions and accrediting bodies;
and 4) developing and testing a Web-based tool allowing institutions to benchmark
themselves as they create an accessible Web presence and chart their progress from year
to year.
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Regardless of the funding inadequacies for online education in the past and at
present, looking forward, academic leaders do not seem to perceive that limited funding
will be as pervasive in its effects. Allen and Seaman (2014a) reported that 60% of the
academic leaders responding in a large national Babson Research Group study indicated
that it is “Likely” or “Very Likely” that in the next five years, online courses will be
considerably less expensive than face-to-face courses. Further, these institutional
representatives were asked about the likelihood of continued growth in online
enrollments (at the time of the survey one-third of all higher education students were
taking at least one online course). These leaders were asked how likely it would be that
this fraction would grow to become a majority of students over the next five years.
Nearly two-thirds responded that this was “Very Likely,” with an additional onequarter calling it “Likely.” Only 1% said that it was “Not at all likely” that a majority of
students would be taking at least one online course in the next five years. (p. 20)
Personnel-related challenges and changes. A shortage of faculty and a lack of
both faculty development and instructional technology staff with online education
expertise have been challenges (Austin, 2010; Instructional Technology Council [ITC],
2007; Leist & Travis, 2010; Levy 2003; Mitchell, 2009). In some rural and small
community colleges where a faculty member often functions as the only instructor for a
given discipline (Leist & Travis, 2010), the workload involved in designing and then
implementing a program can be overwhelming. A lack of technology support staff,
essential to the development and delivery of online courses, has also characterized most
small and rural community college programs (Austin, 2010; Leist & Travis, 2010). The
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development of quality online courses requires experienced instructional designers and
greater assistance with video and multimedia components (Austin, 2010; Mitchell, 2009).
Issues of workload, training, and credentials of online instructors as well as the
need to regularly update their skills have been debated, audited, and negotiated in efforts
to implement changes and, thereby, provide quality online education at community
colleges (Austin, 2010; ITC, 2007; Leist & Travis, 2010; Levy 2003; Mitchell, 2009).
Since the availability of funds to finance significant changes is a common denominator
among these issues, the literature offers no quick fixes. Instead, restructuring of academic
and service units (Levy, 2003), realignment of responsibilities (Leist & Travis, 2010),
and elimination of rare occurrences of duplication and low priority services (Murphey,
2006) have been implemented in various combinations to effect change. Relative to online faculty credentials and qualifications, Mitchell (2009) emphasized the importance of
establishing selection criteria appropriate for online instructors. “It can’t just be
somebody who wants to spend their time at home teaching in their jammies. It’s got to be
somebody who understands the online process” (“Mentoring,” para. 2).
Another personnel issue has been stakeholder acceptance of online delivery of
education (Austin, 2010; ITC, 2009; Mitchell, 2009). According to Austin, initial
professional “consternation” about program implementation occurred among both
administrators and faculty. Austin described faculty resistance to providing additional
information that students needed when considering an online course or program. She
found that some academic advisors were suspicious of the online format and told
students, particularly first-year students, to “steer clear of online courses.” Even at a
community college with a well-established, highly successful online program, Mitchell’s
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(2009) case study showed that “although it is acknowledged that the majority of the
college is in favor of online education, some still fear and distrust this type of education”
(“Challenges of Integrating Online Education”, para. 1). In the Seaman (2009) study of
10,700 faculty members from 69 colleges and universities across the country, the
perceptions of the faculty revealed that significant challenges must be resolved before
online learning will be universally accepted across the academy. Teaching in the online
environment is dramatically different from teaching in a face-to-face setting. Getting
faculty members to change their methods to address those differences has been a
prevalent challenge at community colleges (Austin, 2010; ITC, 2007; Mitchell, 2009)
ranking fourth among the greatest challenges for online faculty (ITC, 2007). A closely
related challenge for administrators has been helping faculty accept the professional
development necessary to support pedagogical change (Austin, 2010; Mitchell, 2009).
Yet another challenge at community colleges has been the additional investment
of time that online education demands of already overextended faculty, part-time
instructors, and adjunct faculty (Allen & Seaman, 2013; Lei & Gupta, 2010; Mitchell,
2009; Sampson et al., 2010). “Driving faculty concerns is the pervasive belief that
teaching or developing an online course requires more time and effort than for a
comparable face-to-face offering. Instructors rate this issue as the most important barrier
to teaching and developing online programs” (Seaman, 2009, p. 3). Of special concern
has been the need for time-consuming, performance-based assessment administered by
part-time and adjunct faculty members with limited teaching and assessment experience
and skills (Lei and Gupta, 2010).
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Keys to addressing these personnel issues, including changing faculty and staff
opinions about online education, have been professional development, staff training and
support, and collaborative planning and problem solving (Austin, 2010; Leist & Travis,
2010; Levy 2003; Mitchell, 2009). Instructors have needed training and support,
including mentoring and shadowing (Mitchell, 2009), in order “to be willing to adopt this
new teaching paradigm” (Levy, 2003, “Staff Training and Support,” para. 1) and to gain
insights of how their course(s) would be implemented in the new environment. The
distance education staff at one community college (Austin, 2010) realized that more
education was needed concerning the online format. So, they began assisting with
registration and started delivering information for students and student services personnel
in an online orientation course.
As the understanding of online services and procedures grew, resistance lessened,
and better-informed registration and advising processes were developed (Austin, 2010).
Further, the belief that all personnel involved in online education need to regularly update
their knowledge and skills in order to provide a rich educational experience for students
fostered ongoing conversations and planning among various college units (Austin, 2010;
Mitchell, 2009).
In reporting the successful transformation into online education by the institution
in her case study, Mitchell (2009) described administrator and faculty collaboration that
created the initial policies and procedures regarding online education. Further, both
groups continued to have input into how online education functioned. Mitchell’s study
showed that this type and level of participation fostered buy-in from employees and, as
described earlier by Levy (2003), such involvement afforded insight into how online
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education supported institutional mission, vision, and core values. Mitchell concluded
that for institutionalization of quality online education to occur, faculty members, staff
members, and administrators involved in online education must be part of the process of
collaboratively establishing guidelines and procedures.
Likewise, Austin (2010) described the successful collaboration of her faculty and
distance education staff as they researched best practices and subsequently incorporated
newly-identified strategies into online classes. The collaborators discovered that these
best practices would also prove to be useful for on-site courses.
Pedagogy-related challenges and changes. Existing as both a personnel- and a
pedagogy-related challenge, there has been strong initial resistance to and on-going
questioning of necessary changes to everyday practices that an online education program
requires (Austin, 2010; Mitchell, 2009; Seaman, 2009). Transitioning from classroom
teaching to online instruction has challenged early-career instructors to abandon their
conceptions of teaching and learning founded on their personal academic experiences.
Meanwhile experienced, later-career faculty members have had to buy into retooling to
meet the different requirements of online education (Gikandi, Morrow, & Davis, 2011;
Lei & Gupta, 2010; Seaman 2009).
Among the especially taxing requirements are the need for greater structure and
effective communication in online courses in order to promote appropriate levels of
control and quality (Lei & Gupta, 2010; Mitchell, 2009). Clarity in the written
communication and transmittal of course documents, course content, assignments, and
assessments is critical. The absence of face-to-face student contact with its nonverbal
visual cues and the immediacy and economy of verbal instructor-student clarifying
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feedback exists as a very high hurdle. In online delivery it is more difficult to achieve
1) student understanding of basic course management information, 2) group construction
of meaning, and 3) higher-order learning (Lei & Gupta, 2010).
Student-related challenges and changes. Four current issues have been
historically challenging in online education: 1) online student support services; 2) student
retention; 3) assessment of student preparedness, participation, engagement, and learning;
and 4) academic dishonesty.
Online Student Support Services. Online student support services have drawn the
critical attention of stakeholders both internal and external to the institutions that offer
online programs (Austin, 2010; Hatchey, Wladis, & Conway, 2014; Levy, 2003; Mullins,
2013; Murphey, 2006; Torres & Viterito, 2008). According to Levy, in 2003 many
community colleges were in a student support service crisis because of a lack of planning
the services and supporting them with adequate resources. Success would require
consideration of access, equity, and continued support (Austin, 2010).
Researchers have found that both rural (Austin, 2010; Murphey, 2006; Torres &
Viterito, 2008) and urban (Levy, 2003; Mitchell, 2009) students need an array of services
if they are going to succeed in an online environment. If that need is going to be met,
administrative support based on 1) an understanding of the requirements of quality online
education and 2) a willingness to advocate for online student support services throughout
institutional budgetary processes is imperative (Mitchell, 2009; Murphey, 2006; Torres &
Viterito, 2008).
Murphey (2006) and others (Austin, 2010; Levy, 2003; Mitchell, 2009 ) identified
institutional commitment, administrative support, a distance education committee,
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technical support, and the online availability of all student services as key strategies for
addressing the challenges associated with providing adequate student services for online
students. In their articles and reports, these researchers, administrators, and faculty
members identified the types of services needed as admissions (including online
registration), orientation (including traditional and online), financial aid, counseling,
academic advising (including student readiness for online learning), special services,
testing, bookstore services, library services, student activities, health assessment,
tutoring, mentoring, and student technical support.
In 2007 “adequate student services for distance education students” was identified
as the second greatest challenge facing community colleges (ITC, 2007, “Chart 1”).
Examples of student training and support services (also identified in the literature as
student enrollment, academic, and technology services) were listed by the percentage of
community colleges that indicated in a 2007 survey that they offered the service (ITC,
2007, “Chart 2”).
Torres and Viterito (2008) reported on the successful strategies employed at eight
community and tribal colleges in four persistently poor rural regions of the county. In
case studies of these institutions, Torres and Viterito found (as did Hatchey, Wladis, &
Conway, 2014) that as a general approach, colleges enhanced student success by
disaggregating and analyzing student enrollment and assessment data to identify specific
student needs. Major data-based changes included creating infrastructure to support
student services and improve student skills. Infrastructure changes included creating or
improving Internet connectivity, increasing off-campus, reservation and rural distance
education classrooms, and wiring of campus and off-campus sites for interactive
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television. Specific strategies implemented to improve student basic skills included 1) the
development of campus centers of excellence to provide tutorial services for distance,
online, and on-campus courses including developmental education courses; 2) increasing
the number of students with graduate equivalency diplomas enrolled in the college
programs; and 3) changing personnel to promote an enhanced, student-focused and
student-success oriented climate (Torres & Viterito, 2008).
In 2007, the ITC reported that regional accrediting agencies had begun requiring
colleges to offer the same student services and support to their distance education and
traditional campus-based students. At that time, with rapidly growing numbers of online
students, community college administrators recognized the need to introduce or expand
existing student services and support to both online and traditional students (Austin,
2010, Levy, 2003; Mitchell, 2009). However, “in 2011, providing adequate support
services for distance education students emerged as the number one challenge and retains
this distinction in 2012. This may be because budget cuts have forced many campuses to
reduce student services staff” (Mullins, 2013, “Administrative Questions,” para. 1).
In fact, ITC (2013) data for community colleges showed that the availability of
online student services had declined over the past several years. This trend was attributed
to the budget and staff reductions that many community colleges experienced as a result
of the 2008 recession. By 2012 college administrators were hoping to re-establish these
services as a priority as budgets and staffing were returning to pre-recession levels,
“especially since accreditors increasingly expect online student services to be equivalent
or superior to the college’s face-to-face, on-campus offerings” (ITC, 2013, “Observations
and Trends,” bullet 7).
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Student retention. Student retention has been an ongoing concern (Austin, 2010;
Berge & Huang, 2004; Horn & Nevill, 2006; ITC, 2013, 2014; Lokken, 2013, 2014;
Mitchell, 2009). In spite of efforts over time to provide student support services, retention
(also discussed from the perspectives of persistence, completion, and dropping out) of
distance and online education students has been a historical challenge and concern of
educators (Austin, 2010; Berge & Huang, 2004; Horn & Nevill, 2006; ITC, 2013, 2014;
Mitchell, 2009). Berge and Huang estimated in 2004 that the percentage of students who
drop out of “brick and mortar higher education” has held constant at 40-45% for the past
100 years with a 10-20% higher rate for distance education students. Citing student
persistence as a long-term concern to educators and policymakers, Horn and Neville
(2006) compared completion rates for a cohort of first-time freshmen who enrolled in
community colleges in 1995–96 with a cohort who enrolled in four-year colleges and
universities. Of the community college students, 48% had either completed a credential
(36%) or transferred to a four-year institution (12%) six years after first enrolling. In the
comparison group of four-year college students, 63% had completed a bachelor’s degree,
and another 18% were still enrolled or had completed an associate’s degree or certificate.
The rates of completion had not improved a decade later. Juszkiewicz (2014)
reported national community college data for a 2007 cohorts of students. Those whose
enrollment was exclusively full-time had the highest completion rate at their starting
institutions—42.9% using a six-year timeframe. The rate of completion for exclusively
part-time students was 19.9%, with 17.7% completing at their first institution. The
completion rate for mixed enrollment students was 36.5%, with 22% completing at their
first institution (Figure 1, p. 5).
57

Allen and Seaman (2014a) reported that there is growing concern among
academic leaders about the issue of student retention. In 2004, 27% of these
administrators agreed that retaining students was a greater problem for online courses
than for face-to-face courses. That statistic rose to 28% in 2009 and 41% in 2013.
Berge and Huang (2004) developed a model of student retention that takes into
account personal, circumstantial, and institutional factors, as well as the
interconnectedness of these factors. The authors suggested that their model of sustainable
student retention could provide useful guidance for institutional and, to some extent,
student personal decision making. Further, these developers described their model as
customizable for any delivery mode—online, blended, or in-person—at any institution of
higher education. Even with the existence of the Berge and Huang model and earlier
models that they reviewed, literature reporting data-based studies of effective
interventions for increasing retention is scarce.
Based on an examination of data-based literature, Willging and Johnson (2009)
concluded that the reasons given by online students for dropping out of a program were
not very different from those typically given by undergraduate dropouts from traditional
face-to-face programs. However, three reasons were unique to online learning:
technology issues, the lack of human interaction, and communication problems. Willging
and Johnson concluded students’ reasons for dropping out of an online program were
varied and unique to each individual. The earlier results of Schuetz and Barr (2008) were
in agreement with this finding. Those scholars reported that “the quick answer” advanced
in most community college studies is that factors mostly beyond the control of the college
are responsible. “Attrition, academic underachievement, and other negative student
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outcomes are a function of students’ lack of academic preparation, lack of commitment to
educational objectives, or excessive work and family responsibilities” (“Editors’ Notes,”
para. 4).
Leeds et al. (2013) reported on their empirical study of the impact of student
retention strategies for second-year undergraduate online students at a state university.
Under carefully controlled conditions, these investigators used engagement, learning
communities, student services, and learner-centered environments with two experimental
class sections but not with two control sections of an information systems course. The
treatment procedures included calling and emailing students, quizzing students on the
syllabus, developing course contracts, steering students through the virtual classroom
processes, encouraging them to develop personal connections with classmates, and
creating small groups (i.e., learning communities) for discussions and team projects.
The retention strategies implemented in this study did not have a statistically
significant effect on student retention rates. These authors concluded that retention
strategies may not impact retention rates. In an interview for the Chronicle of Higher
Education Blog site, two of the Leeds et al. (2013) co-authors talked about their study
prior to its publication (Parry, 2010). Campbell was quoted: “If someone was going to
drop out of the class, they were going to drop out of the class.” However, during that
interview, Leeds suggested that the next step is “to look not at the structure of the class,
but at the students themselves…to pinpoint particular traits that are tied to success in
online classes, such as time-management skills and motivation.”
In a follow-up study, Cochran, Campbell, Baker, and Leeds (2014) focused on
individual characteristics of students. However, they studied a sample of undergraduate
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students (n=2,314) enrolled in online classes at a large state university. The Cochran et al.
results were difficult to generalize to community colleges. Prior performance in college
classes (i.e., cumulative GPA) and class standing (i.e., senior vs. non-senior) were
significantly related to student retention in online classes for all students. Other factors
that were significantly related to retention rates for students with certain characteristics or
within certain majors included previous withdrawal from online courses, gender, and
receipt of academic loans. Practical (but not novel) implications of this study that may
apply to online students at community colleges included: 1) develop policies and
guidelines to provide increased support for and monitoring of freshmen and sophomores,
who are enrolled in online courses; 2) develop policies and guidelines for students with
lower cumulative GPAs who enroll in online courses with more analytical or technical
content, such as business, science, and math; 3) be aware of gender differences in
withdrawal rates in fields that have predominant gender roles as those in the minority are
more likely to withdraw; and, 4) follow-up with students when they first withdraw from
an online class to mitigate future withdrawals.
Hatchey, Wladis, and Conway (2014) conducted a records audit study of 962
online students at a community college that enrolls approximately 10,000 of its 23,000
annual students in distance education courses. The results seemed to suggest that
students who have no previous online experience have success and
retention rates that increase linearly with G.P.A., but students with prior
online course experience have success and retention rates which are
determined primarily by the success of their prior online courses
(regardless of student G.P.A.). Prior online course experience is strongly
correlated with future online course success and retention, and seems to be
a much stronger predictor of online course success than G.P.A. alone, for
students who have previously taken an online course. (“5. Results and
Discussion,” para. final)
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Professional organizations in higher education have joined institutional
representatives and researchers in a quest for answers. For example, in a call to action,
the American Association of Community Colleges (AACC) hosted a meeting on student
retention with five other organizations (Juszkiewicz, 2011). Using focus group
methodology, the organization representatives addressed four issues: 1) commitment and
how to get it, 2) accountability for outcomes, 3) completion toolkit, and 4) obstacles and
how to overcome them. The results of the meeting are summarized in the Juszkiewicz
report.
Two other consortia that exemplify the commitment of educational organizations
to study and strategize the retention of online students are the Western Interstate
Commission for Higher Education (WICHE) and The Adult College Completion
Network (ACCN). WICHE is a regional consortium of 15 Western states and the
Commonwealth of the Northern Mariana Islands. The ACCN is a learning consortium
that unites organizations and agencies working to increase college completion by adults
with prior college credits but no degree. WICHE recently sponsored five ACCN
webinars, presented several of its own seminars, and devoted its 2014 annual meeting to
the issues of student retention and attrition (Western Interstate Commission for Higher
Education, 2014).
In summary, the challenges posed by poor retention and high attrition of students
enrolled in online courses and programs have by no means been resolved. The problem is
even more prevalent and challenging for community colleges than for other institutions
(Aslanian & Clinefelter, 2013; Austin, 2010; Lokken & Mullins, 2014; Mullins, 2013).
The question of what, if any, changes can be made at community colleges to assuage
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these issues is being addressed from several perspectives by concerned stakeholders
(Juszkiewicz, 2011; Hatchey et al., 2014; Lokken & Mullins, 2014).
Student assessment. Another student-related issue for implementers of online
education has been the assessment of student preparedness, student participation, student
engagement, and student learning (Austin, 2010; Baglione & Nastanski, 2007; Gikandi,
Morrow, & Davis, 2011; Lei, 2008, Lei & Gupta, 2010; Murphey, 2006). Murphey
suggested that in addition to in-house assessments of student preparedness for online
coursework, there are diagnostic tools (e.g., Readiness for Education at a Distance
Indicator—now called SmarterMeasure Learning Readiness Indicator) and checklists
(e.g., Panola College checklist—now called eLearningChecklist) available for purchase
(see Murphey, 2006, “Technology,” para.1 for hot links). At a central Michigan
community college, program developers of the institutional online education program
there recognized that a system was needed for assessing student readiness for online
courses and for training advisors who placed students in online courses. Faculty and
distance education personnel responded by developing measures to determine student
readiness for online study (Austin, 2010).
Baglione and Nastanski (2007) studied the perceptions of online faculty regarding
the use of instructor analyses of 1) bulletin board threaded discussions of assigned
readings and projects and 2) transcripts of group discussions as means of tracking
participation and engagement. They found that about 75% of their 122 experienced
faculty participants believed that the online environment facilitates more substantive
discussion than does a face-to-face classroom. Further, in general, these faculty members
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perceived the analysis of discussions to be a productive approach to assessing student
participation and engagement.
The assessment of the learning of online students has been particularly
challenging, as it is with students in face-to-face courses (Baglione & Nastanski, 2007;
Gikandi, Morrow, & Davis, 2011; Lei, 2008; Lei & Gupta, 2010). Students’ written
responses constructed for assessment purposes are genuinely difficult to evaluate since
those responses vary considerably from one student to another (Lei & Gupta, 2010).
Further, performance-based assessments tend to vary with instructors’ level of degree and
amount of teaching experience with the resulting subjective evaluations lacking reliability
and equality in scoring (Lei, 2008).
Lei and Gupta (2010) also offered insights for improving the assessment of online
student learning. Based on survey results these researchers recommended 1) participation
in faculty workshops for understanding various classroom assessment techniques,
2) utilization of more diversified assessment techniques, 3) more verbal and written
feedback from instructors who use frequent objective exams, 4) determination of student
achievement of instructional objectives to be provided in addition to final semester
grades, and 5) instructor clarification of how they assessed the achievement of course
objectives.
Gikandi et al., (2011) found in their review of the literature that ongoing authentic
assessment activities and interactive formative feedback were used within the context of
online formative assessment. These researchers identified self-tests, peer-assessments,
and instructor assessments of discussion forums and e-portfolios as authentic methods to
measure student engagement in online learning experiences.
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In a comparison study, Lei (2008) found that full-time instructors emphasized
attendance and participation, quizzes, laboratory activities, cooperative learning, research
reports and projects, and learning journals more so than did adjunct instructors. The fulltime faculty also used objective exams significantly less compared to adjunct instructors.
Doctorate-level faculty placed significantly more emphasis on attendance and
participation, laboratory activities, and research projects than did the non-doctorate
instructors in Lei’s study.
The Lei and Gupta (2010) investigation showed that, for online courses,
instructors and students relied heavily on written communication and visual layout for the
assessment of learning and instructional effectiveness. These researchers warned that
poor writing skills can confound interactive and performance-based assessment.
Therefore, they recommended a course-development change, indicating that it is
imperative for web-based instructors to distinguish between the assessment of students’
acquisition of course content and students’ ability to communicate in writing about that
course content.
In addressing the challenge of assessing online students’ analytic and critical
thinking, Baglione and Nastanski (2007) described processes that supplement the typical
written quizzes and exams. These investigators identified instructor analyses of students’
threaded discussions and group discussions.
In summary, the literature offers a collage of needs and recommendations
regarding the assessment of community college student preparation for, engagement and
participation in, and learning from higher education delivered online. An issue ancillary
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to the assessment of online student learning is student dishonesty during graded online
student assessments.
Academic Dishonesty. Online education has its own special “brands” of
dishonesty and fraud. The challenges of student authentication, cheating, and, fraud rings
have drawn the attention of community colleges, accreditation agencies, and the U.S.
government, all of whom have responded with changes designed to address these issues
(Austin, 2010; ITC, 2008, 2013; Lei & Gupta, 2010; the U.S. Office of Inspector
General, 2011).
Authentication of students in an online environment is of interest not only to
college employees but also to the Higher Learning Commission and to federal and state
governments (Austin, 2010). Like community colleges, the federal government is
pressing for institutional methods that assure the identity of the individuals logging into
online courses. For student and institutional accountability and for program evaluation
and student assessment, there is a need to authenticate online student identity (Austin
2010; ITC 2008, 2013). The government is also interested in having community colleges
develop systems that track the amount of time students spend reading and completing
online course work as indications of online seat time—a concern relative to state and
federal financial support of students (Austin, 2010). By 2012, the response of community
colleges was that nearly every distance education program was authenticating its distance
learning students by requiring them to use a unique username and passcode (ITC, 2013).
In a national survey of a representative sample of community colleges, the ITC
(2008) reported that cheating was ranked seventh among the greatest challenges
administrators faced regarding online students. Cheating during quiz, examination, and
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individually-graded assignment times requires that instructors be aware of how their
students are receiving and processing written assessment measures online during those
periods (Lei & Gupta, 2010). Since online education does not typically support the
presence of instructors to proctor the assessment of student performance and learning,
students may have someone present to help them or substitute for them in completing
assessment activities (Lei & Gupta, 2010). Therefore, a key issue for many colleges is to
what extent they should require students to take proctored tests as a means to eliminate
cheating. In the 2008 ITC study, 93% of the respondents allowed faculty to offer online
and on-campus testing for blended/hybrid courses; 55% percent allowed faculty to offer
exclusively non-proctored online testing; and 40% required only on-campus proctored
testing.
In September of 2011, the U.S. Office of Inspector General (OIG) issued a
memorandum on financial fraud involving distance education. The OIG had conducted
numerous investigations and “identified a serious vulnerability in distance education
programs” (“Memorandum,” para. 1) regarding individuals receiving Federal Student Aid
funding to pay for their tuition in programs being delivered solely on the Internet. Almost
none of the participants in the fraud rings as well as numerous other individuals,
including incarcerated inmates, met the basic requirements for enrollment in certificate,
credential, or degree programs. The OIG report described the fraud rings, their
recruitment and compensation of “straw students,” and their fraudulent fiscal interactions
with unsuspecting institutions. The fraud rings primarily target community colleges
because of their open enrollment policies, their relatively simple application and
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enrolment processes, and the absence of a requirement for an in-person appearance of the
enrollee at any point in the process.
The OIG proposed a corrective action plan to be implemented by Title IV
programs receiving Federal Student Aid funds. That plan addressed the issues of
verifying student identity, reducing/eliminating cost-of-attendance reimbursement (e.g.,
for room and board), preventing awards to ineligible inmates, improving detection of
fraud rings, and improving remedial action against financial aid fraud rings (Mullins,
2013; Office of Inspector General, 2011). However, the ITC community college survey
results for 2013 still indicated that—with regard to student honesty issues, federal rules
and regulations that deal with student financial aid fraud—state authorization and student
authentication command greater administrative attention and resources (ITC, 2014).
In summary, regarding the challenges and changes associated with online
education at community colleges, this section has offered a review of many facts and
perspectives. It has presented the major issues related to personnel, practices, and
students along with the over-arching concerns and strategies regarding program quality
and student assessment. In further constructing a foundation on which to build the core
structure of this document—the student perceptions of online education at community
colleges in the U.S.—the next subsection section reviews literature describing the
programs and services in online education at community colleges.
Programs and Services
In the earlier section of this document entitled “Online Education and
Technology” five types of formats of online courses in higher education were identified.
Those formats apply to programs and services offered at community colleges, as well.
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Described by numerous sources (e.g., Allen & Seaman, 2013; Parsad et al., 2008), those
formats include: 1) adult online education [a program] that teaches basic skills and fights
illiteracy [services]; 2) hybrid education that combines online and face-to-face instruction
within individual courses [a method of delivery]; 3) online continuing non-degree
education [a program] that advances specific skills [a service]; 4) online distance
education that consists of online courses that in combination with face-to-face courses [a
program] that could be applied to an associate’s degree [a service]; and 5) online higher
education [a program] that consists only of online courses that lead to an associate’s
degree [a service].
Another way of depicting online courses and programs, regardless of the
institution of higher education at which they are offered, is by their length. Ferguson and
DeFelice (2010) contended that “students will be attracted to a program (or format) that
will accomplish what they need in the shortest amount of time” (“Introduction,”
para. 11). Smith (2014) confirmed this contention reporting that 37% of the respondents
in a large national survey indicated that fast-track courses motivated them to enroll in an
online setting. Ferguson and DeFelice focused on five-week versus full-semester online
courses but also described programs that were self-paced versus ones that required
completion in accordance with a timeline, usually dictated by when constituent courses
would be available online.
In a large national study that included community colleges along with other
institutions of higher education, Allen and Seaman (2014a) took another approach by
discussing “prototypical” online courses classified by proportion of content delivered
online: 1) traditional—0% online technology used, 2) Web facilitated—1-29% web-based
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technology used to facilitate face-to-face instruction, 3) blended/hybrid—30-79% content
delivered online, and 4) online—80-100% with most of the content delivered online and
no face-to-face meetings.
Allen and Seaman also described Massive Open Online Courses (MOOCs) in
accordance with the Oxford Dictionaries Online definition as “A course of study made
available over the Internet without charge to a very large number of people” (Allen &
Seaman, 2014a, p. 7). MOOCs typically differ from “regular” online courses in that
participants are not registered students at the host institution. Further, MOOCs are
designed for unlimited participation with open access via the Web and with no tuition
charged and no credit given for completion of the MOOC.
Educational researchers who are also community college administrators, faculty,
and institutional support staff (e.g., Austin, 2010; Levy, 2003; Lokken, 2013; Mitchell,
2009; Murphey, 2006) commonly identify online education programs by academic areas
(e.g., an online program in mathematics or criminal justice) or by outcome (e.g.,
continuing professional education, midcareer degree program, and lifelong learning).
These personnel refer to services with such operational labels as admissions, orientation,
financial aid, counseling, academic advising special services, testing, bookstore services,
library services, student activities, health assessment, social services, tutoring, mentoring,
and technical support.
Austin (2010) identified community college online career programs as those also
referred to as technical or vocational education. These programs provide students with
the necessary skills and related knowledge to qualify for skilled, technical, and
semiprofessional positions in business, industry, and the allied health fields, according to
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Austin. Online program completion commonly results in student acquisition of a
certificate or license.
Garcia (2014) described societal, economic, and business workforce needs for
stackable credentials. As the President and CEO of the Texas Association of Community
Colleges, Garcia challenged more community colleges to develop stackable credential
programs. Garcia stated that these programs:
…form a pathway for students to acquire credentials along a trajectory
that can lead to a baccalaureate and beyond but that has exit and entry
points designed in a way to allow students to pick up wherever they left
off in route to the next level of achievement. (para. 3)
Garcia went on to draw a comparison to associate’s degrees leading to bachelor’s degrees
leading to master’s degrees which he said are stacked credentials. Garcia (2014) stated,
“The wrinkle in today’s approach is that the initial stacks are sliced thinner, typically
starting with an industry certification or the completion of a course sequence that
provides the student with a marketable skill” (para 4).
Another type of program that supports student online education at community
colleges is not institutional or instructional but rather organizational in nature. These
programs are exemplified here by two that are offered by the WICHE. Among its current
programs (WICHE, 2010, 2014) are the WICHE Internet Course Exchange (ICE) and the
WICHE Cooperative for Educational Technologies (WCET).
ICE enables students, through their home institutions, to access online courses
and programs offered by other two- or four-year ICE member institutions. Through these
programs students enroll, obtain advising, and use financial aid from their home campus,
which transcripts the course. ICE is based on a three-tier model in which seats, courses,
or programs are exchanged.
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In the seat exchange, members with excess capacity in online courses offer
seats in them to other members at an agreed-upon common wholesale
price. With the course exchange, members contract with other members to
create and supply a new online course or an entire section of an existing
online course. And in the program exchange, members may contract with
others to jointly develop and deliver a full program. (WICHE, 2010, p. 5)
Faculty members at ICE institutions also may work together to expand the online
offerings in their disciplines through a set of ICE collaborative initiatives.
The WCET programmatic agenda includes: “tracking learning technology trends;
policy research and advocacy (federal, state); technology implementation and integration;
faculty development; research and good practices; and networking among peers”
(WICHE, 2010, p. 13).
Quality and Rigor
Still, even with these laudable collaborative consortia efforts, there are very
different perspectives on the quality and rigor of online education at community colleges.
The following review of three studies exemplifies this point.
Wickersham and McElhany (2010) identified rigor as an aspect of quality and
reported that the rigor of online courses and programs was a concern to both the
administrators and faculty in their study. Both subject groups questioned whether rigor
can be achieved and maintained in an online format. The subjects identified three
obstacles to achieving rigor in online education. First, there is an absence of, but
necessity for, institutional standards of quality customizable to all content areas. Second,
there is a lack of faculty development that provides orientation to “the true online
learning experience and the characteristics one must possess in order to be successful
online” (p. 10). Third, there is a need for pre-enrollment orientation that dispels students
of the notion that online courses are easier than traditional classroom courses and makes
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students aware of minimum technological requirements “such as Internet access and
speed and hardware and software capabilities” (p. 10). Wickersham and McElhany
concluded that it would require effective participation, cooperation, and communication
among administrators, faculty, and students to reconcile divided group perspectives on
how to address and solve these issues related to the rigor of online education.
In the Tucker (2013) investigation, two panels of experts—one on mathematics
and the other on English—equated rigor with levels of mathematical proficiency and
English language literacy that high school graduates need for first year success in
community colleges. In this research based on empirical studies of mathematics and
English requirements, the findings showed that “our schools do not teach what their
students need, while demanding of them what they don’t need; furthermore, the skills that
we do teach and that the students do need, the schools teach ineffectively” (p. ii).
In addition to the inadequacy of high school student preparation, Tucker reported
that many of the deficits in secondary school instruction are being replicated rather than
remedied in community college teaching. The high school mathematics curriculum is
now a sequence of Geometry, Algebra II, Pre-Calculus and Calculus leading to Calculus.
“However, fewer than five percent of American workers and an even smaller percentage
of community college students will ever need to master the courses in this sequence in
their college or in the workplace” (pp. 4-5).
Many community college career programs demand little or no use of
mathematics. To the extent that they do use mathematics, the mathematics
needed by first year students in these courses is almost exclusively middle
school mathematics. But the failure rates in our community colleges
suggest that many of the students do not know that math very well. (p. 4)
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The reading and writing currently required of students in initial credit-bearing
courses in community colleges is not very complex or cognitively demanding, according
to Tucker’s (2013) findings. Further, Tucker also found that while the information load of
community college texts is higher than that of high school texts, students are not expected
to make much use of those texts in community colleges. And finally, “the requirements
for writing assigned in community college courses are marginal at best; students’ writing
skills are rarely assessed; and expectations for student writing, especially of arguments,
are low” (Tucker, 2013, p. 9).
The third study in this triad on the rigor of community college offerings is the
Implementation Guide for empowering community colleges to build the nation’s future
(AACC, 2014c). The strategists convened by AACC formulated two recommendations
that focused on broad strategies for impacting the rigor of community college programs
across the U.S. Recommendation #4 calls for a refocusing of the community college
mission and redefinition of institutional roles. Centered on the societal demand for
students to meet 21st-century education and employment needs, this recommendation
was designed “to ensure that students learn what they need to learn” (p. 24). To
accomplish this rigor, the AACC report advised community colleges:
…to move toward a more open learning environment in which students
can access services from a network of colleges, customize their learning,
and choose from multiple modes of delivery. At the same time, institutions
must explore new partnerships, staffing patterns, and business models,
including consortium arrangements. (AACC, 2014c, p. 24)
The seventh AACC recommendation was for community colleges to “implement
policies and practices that promote rigor, transparency, and accountability for results in
community colleges… [and to] implement data systems to track students on their
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educational and career pathways” (p. 34). Further, this recommendation directed
community colleges to implement the Voluntary Framework of Accountability2 and to
improve measurement of student learning and employment-related outcomes in their
quest to promote rigor and accountability nationwide.
As this recent literature demonstrates, researchers representing highly varied
groups of stakeholders negatively perceive the rigor of education at community colleges,
including online courses and programs. Further, whether the investigators focused on
faculty; administrators; curriculum; or the missions, policies, and practices of community
colleges, the research all resulted in detailed recommendations for improving the quality
and the outcomes of education at community colleges.
In summary, this subsection identifies and describes the online programs and
services available to students at community colleges. These programs range from single
short-term courses offered to students seeking to upgrade their basic skills or pursue job
training to multi-year curricula terminating in associate’s and bachelor’s degrees. The
student services described in these paragraphs offer personal, academic, social and
technical assistance. But, beyond the mere existence of these programs and services,
apparently stakeholders in the enterprise of delivering online higher education still need
to address the issue of rigor.
Technology
Since technology is the vehicle by which online education is conveyed, both
technology and the discussion of it are pervasive throughout online education. Therefore,
technology has been addressed in numerous subsections of this document. However, the
2

See American Association of Community Colleges (2014d, p. 34) for a brief description of the
development and rationale for the Voluntary Framework of Accountability.
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focus in this subsection is the impact of technology on community colleges and the online
education at these institutions.
Instruction and technology. During the first decade of the 21st century online
instruction increased dramatically, enabled by technological gains in the Internet and
course management systems (Beqiri, Chase, & Bishka, 2010; Wang, 2007; Wonacott,
2002). In 2003, Waits, Lewis, and Greene reported that among distance education
technologies employed by public community colleges, Internet delivery had become
dominant with 95% of those institutions using asynchronous Internet as the primary
technology for instructional delivery of distance education. Cedja (2007) declared that the
Internet had become an essential part of society.
In supporting their observation that “distance-learning technology” had
transformed instructional delivery at colleges in profound ways, Lei and Gupta (2010)
made the point that a significant online technological contribution was the way that the
former constraints of time and space had largely been removed by networking
capabilities. Leist and Travis (2010) added that advances in technology in the form of
online courses had afforded rural community colleges great potential for delivering
courses to even the most isolated reaches of the nation. Austin (2010) reasoned that
technology made possible the design, development, and implementation of online courses
and programs at community colleges which altered the processes of teaching, learning,
and administering with associated challenges and rewards at her institution. Lei and
Gupta (2010) also pointed out that technology made possible students’ discovery and use
of the vast resources available on the World Wide Web, which according to Draves “has
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caused the biggest change in education and learning since the advent of the printed book
a little over 500 years ago” (as cited in Levy, 2003, “Visions and Plans,” para. 4).
Access and technology. However, what some scholars had overlooked or did not
know was that in some rural areas the lack of availability of computers and/or access to
the Internet was a reality prohibiting the reception of online education offered by area
community colleges (Burr, 2006; Cedja, 2007; Leist & Travis, 2010). Cedja (2007)
reported that fewer rural residents use the Internet than suburban and urban residents.
Based on his review of literature, Cedja concluded that “some of the differences between
Internet usage in rural areas and other locations can be explained by demographics such
as age, income levels, and educational attainment” (p. 88). He also reported two other
factors that explain this rural-urban discrepancy—“digital divide”—in Internet usage: a
greater number of rural residents had only one Internet Service Provider and less than
one-fourth of rural residents had broadband connection. The reasons for this low rate of
broadband connectivity were not determined, but various sources report that broadband
was not available outside rural towns or the fees for broadband access in rural areas were
too expensive. An additional issue identified by Cedja was his finding that student access
to computers in 2007 was identified by 93.6% of 125 chief academic officers at rural
community colleges as the most pressing technology issue at their institutions.
Cejda (2007) concluded that:
Rural communities have yet to benefit from affordable high-speed Internet
access, and rural community colleges do not have the necessary resources
to bridge this gap. Until state and federal policy addresses the disparity
between urban and suburban and rural areas, most rural community
colleges and their constituencies will not realize the full potential of
distance education.
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Three years later, Leist and Travis (2010) identified that Internet connectivity for
purposes of online education was still a technology challenge of significance to rural
community colleges. Citing a discussion of the level of the quality and reliability of the
connection for access to the Internet in Alaska, Leist and Travis described issues such as
the availability of only dial-up Internet service. These researchers stated that bandwidth
concerns continued to be a major planning problem for online courses at rural community
colleges.
In 2011, Hawaiian Senator Daniel K. Inouye (2012) testified on “closing the
digital divide by connecting Native Nations and communities to the 21st century” in a
hearing before the U.S. Senate. He testified that:
Historically, native communities had less access to telecommunication
services than any other segment of the United States population. The lack
of good, reliable and affordable telecommunications infrastructure
impedes economic development, educational opportunities, language
retention and preservation, and access to healthcare and emergency
services. According to the most recent data, less than 70 percent of the
households on tribal lands have basic telephone service, compared to the
national average of approximately 98 percent….Further, it is estimated
that broadband reaches less than 10 percent—less than 10 percent—of
tribal lands compared to 95 percent of households nationwide.
In a research article on the inadequacy of rural high-speed Internet infrastructure,
Howley, Kellie, and Kane (2012) stated that “one fourth of all U.S. students attend a rural
school and in recent years rural enrollment growth has outpaced growth in all other
school locales” (p. 1). These investigators went on to warn that inadequate connections
for rural schools will become a growing problem if steps are not taken now. Without
adequate high-speed Internet infrastructure and the associated connectivity, rural schools
and the students they serve will be left behind.
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Bates (2012) identified special populations for whom limited or no access to the
“information superhighway” denies or interrupts opportunities to access online education.
Identifying them as “niche populations,” he discussed: 1) remotely deployed and special
operations personnel; 2) Native Americans living in remote areas on reservations,
particularly the southwest and Alaska; 3) individuals living or working in remote areas or
in migratory or highly mobile professions; 4) student-athletes with extended periods of
off-campus competition; and 5) institutionalized individuals, including prisoners. This
Bates research lead to the discovery of unique Air Force, community college, university,
tribal, and prison distance education programs. Bates described education being
disseminated via online, offline, and hybrid delivery strategies using CD, DVD, MP3,
iPod, iPad, and i-Tunes-based instruction. In some of the settings, cars or trucks were
being used as a power source.
Concern about the availability of a free internet and of high speed access to the
internet has also been expressed by President Obama. In advance of his 2015 State of the
Union Address, “President Obama outlined his administration’s plans to expand highspeed Internet access around the country by pre-empting state laws that restrict the
expansion of city-owned and other locally-developed broadband networks,” (Trujillo,
2015, para. 1). Further, he stated in Cedar Rapids, IA, that in “19 states we’ve got laws
on the books that stamp out competition, and make it really difficult for communities to
provide their own broadband…” according to Trujillo (2015, para. 4).
In his State of the Union Address, President Obama stated, “I intend to protect a
free and open Internet, to extend its reach to every classroom, and every community -(applause) -- and help folks build the fastest networks, so that the next generation of
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digital innovators and entrepreneurs have the platform to keep reshaping our world,”
(Obama, 2015).
The literature and testimony cited here are sufficient to alert all community
college leaders to an existing challenge. If they wish to reach rural, low-socioeconomic,
tribal residents, and other “niche” groups, even now in 2015, academic leaders need to
explore, and not assume, the availability of the technology infrastructure for receiving
online education.
Summary
This section on “Community Colleges and Online Education” has reviewed the
literature on the history, missions, rationale, challenges, programs, services, and
technology relative to online education at community colleges in the U.S. This review
included the perspectives, needs, concerns, contributions, and recommendations of
institutional administrators, faculty members, and staff members, as well as researchers
and professional organizations and consortia with community college members. This
content provides a context for the following findings on “Characteristics of Online
Community College Students” and “Community College Student Perceptions of Online
Education.”
Community College Student Characteristics and Demographics
With the ongoing rapid increase in online education3 during the past 15 years,
there has been a commensurate growth in interest in the characteristics (i.e., nonnumerical, verbal descriptions) and demographics (i.e., the numerical and statistical

3

Throughout this section the terms distance education and distance students are used when citing authors
who used those terms. Online education and online students are used when citing works in which those
terms were used or when writing from this researcher’s point of view.
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descriptions) of the students choosing to access this mode of coursework delivery. This
section offers a review of those characteristics and demographics as reported by the U.S.
Department of Education, academic scholars, and administrators of education programs.
This section has eight subsections organized in the following manner. First, three
subsections present the demographics for the variables of age, gender, and race/ethnicity
of students enrolled in online education courses and programs at institutions of higher
education, including community colleges. The fourth subsection reports the geographic
location of online education students relative to the institutions at which they are enrolled
for their online coursework. The final four subsections review literature on the
socioeconomic status, employment status, marital status and family situation, and
academic preparedness/educational risk levels of online education students. These final
four subsections are grouped together because they consist of information extracted from
the same body of literature.
In the first three subsections, tabled data and discussions reveal considerable
variability in some of the demographics, even those obtained by the same investigators
during one- and two-year time frames. One reason for this variability may be that the data
were obtained almost exclusively through surveys of students. So, as Radford (2011)
pointed out, these data were self-reported and not verified. A second reason for the
variability may be the manner in which online learning and online courses were, or were
not, defined for the survey respondents in the different studies. A third reason is that the
numerical ranges of the category choices offered to respondents differed across studies.
For example, some surveys requested the respondent’s age (e.g., Mlot, 2012); whereas
others offered a few categories—23 or younger, 24-29, and 30 or older (e.g., Radford,
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2011); and yet others used several categories—18-24, 25-29, 30-34, 35-39, 45-49, 50-54,
and 55+ years (e.g., Academic Technology Center, 2007; Aslanian & Clinefelter, 2013).
Because of the variety of response categories used to report some of the demographics
presented below, tables are used to provide more easily visualized comparisons and to
reduce the length of narrative descriptions.
Age of Online Students Enrolled in Community College Courses and Programs
Table 2 provides an overview of data on the age of community college students
enrolled in online education with some comparisons with students enrolled in traditional
(used in this section to refer to non-online education programs, courses, and students)
higher education.
Table 2. Age reported by date and source for online education students at community
colleges with available related data reported for traditional students.
Date
Online
Traditional
Source
Students
Students
1990s
25-30 yrs. majority
Tallent-Runnels et al.
(2006)
2000
19% 20 yrs. or less
Bower & Kamata (2000)
34% 21-29 yrs.
25% 30-39 yrs.
22% 40 or older
1999-2007
25-30 yrs. majority
Schneider & Germann
(1999); Tallent-Runnels et
al. (2006); Wang (2007)
2006
24.0 yrs. average
22.6 yrs. average Office of Institutional
Research and Assessment
(2006)
2004-2008
35-55 yrs. majority
Abdulla (2004); Allen &
Seaman (2007);
Eduventures, Inc. (2008)
2007
45% under 30 yrs.
Academic Technology
13% 30-34 yrs.
Center ( 2007)
13% 35-39 yrs.
12% 40-44 yrs.
8% 45-49 yrs.
9% 50 yrs. & over
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Table 2 (cont.)
Date
2008

2011

2011

2012
2013

2013

Online
Students
48% 18-25 yrs.
52% 26 yrs. & older
15% 23 yrs. or
younger 26% 24-29
yrs.
30% 30 yrs. or older
15% 24 yrs. and
under
30% 25-34 yrs.
28% 35-44 yrs.
20% 45-54 yrs.
7% 65 yrs. and older
33 yrs. typical
37.4% 15-23 yrs.
28.2% 24-29 yrs.
34.5% 30 yrs. &
older
19% 18-24 yrs.
20% 25-29 yrs.
15% 30-34 yrs.
13% 35-39 yrs.
11% 40-44 yrs.
10% 45-49 yrs.
8% 50-54 yrs.
4% 55+ yrs.

Traditional
Students

Source
Instructional Technology
Council (2008)
Radford (2011)

Noel-Levitz (2011)

59.7% 15-23 yrs.
17.3% 24-29 yrs.
23% 30 yrs. &
older

Mlot (2012)
Allen & Seaman (2013)

Aslanian & Clinefelter
(2013)

As pointed out in a report of the Academic Technology Center (ATC, 2007), most
research from the 1990s and early 2000s indicates that online students, in general, tend to
be, on average, older than typical students in traditional campus programs. That
observation was supported later by the Allen and Seaman (2013) data. However, this
trend may be changing as more traditional students also enroll in online courses. For
example, 13% of all American post-secondary students are enrolled in a mixture of oncampus and online courses, with those percentages steadily increasing (Ginder & Stearns,
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2014). Further, both the personal observations of this author and the anecdotal accounts
of colleagues indicate an increase in 15 to 22-year old online education students as dualenrollment high school students and higher education students (especially athletes)
choose hybrid programs of study.
Gender of Online Students Enrolled in Community College Courses and Programs
Table 3 provides an overview of data on the gender of online education students
at community colleges with some comparisons with traditional students.
Table 3. Gender reported by date and source for online education students at community
colleges with available related data for traditional students.
Date
Online Students
Traditional Students
Source
1990s Majority: Females
Tallent-Runnels et al. (2006)
2000
67% Female:33% Male
Bower & Kamata (2000)
2006
23.3% of all females
76.7% of all females Office of Institutional
enrolled at institution
enrolled at
Research and Assessment
institution
(2006)
18.4% of all males
81.6% of all males
enrolled at institution
enrolled at
institution
2008
60% Female:40% Male
Instructional Technology
Council (2008)
2009
59% Female:41% Male
Center for Community
College Student Engagement
(CCCSE, 2009)
2011
67% Female:33% Male
Noel-Levitz (2011)
2012
57% Female:43% Male
CCCSE (2012)
2012
Typical: Female
Mlot (2012)
2013
75% Female:25% Male
Academic Technology
Center (2007)
2013
53% Female:47 % Male 57% Female
Allen & Seaman (2013)
43% Male
2013
70% Female:30% Male
Aslanian & Clinefelter
(2013)
2013
53% Female:47 % Male 57% Female
Allen & Seaman (2013)
43% Male
In most online higher education programs in North America, students have been,
and continue to be, predominately female. Different studies indicate that between 60%
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and 77% of students were females as reported by the ATC (2007). As shown above, that
range is from 53% to 75% females and from 25% to 47% males. The two CCCSE (2009
& 2012) studies of community college students show that the percentage of community
college females is toward the lower end of the range of female online student data.
Ethnicity/Race of Online Students Enrolled in Community College Courses and
Programs
Table 4 provides data on the ethnicity/race of online education students at
community colleges with some comparisons with traditional students. These data were
collected from large samples of general—usually national—student populations. That is,
none of the studies below provide data exclusively from historically black institutions or
tribal colleges, which would, obviously, afford very different proportions of students.
The data in Table 4 show that over time in the 1990s and 2000s the majority of
the online education students in higher education were White/Caucasian. The second
largest group of enrollees was either Black/African American or Hispanic/Latino. The
least represented ethnic/racial groups were Asian American/Pacific Islander and Native
Americans.
Also, over time the percentage of White/Caucasian students has generally
decreased as the percentages of Black/African American and Hispanic/Latino students
have increased. These findings parallel the change in the demographics of the general
population of the U.S. (Pew Research Center, 2010; U.S. Census Bureau, 2010).
The CCCSE (2009 & 2012) studies provided the demographics for two very large
samples of community college students—“more than 400,000” (2009, p. 23) and “nearly
444,000” (2012, p. 30)—from 663 and 669 participating community colleges. Based on
these data, it appears that the relative demographics (i.e., magnitude and rank of the
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percentage data) for community college student race/ethnicity are not substantially
different from the data generated in the other research cited in Table 4.
Table 4. Ethnicity/race reported by date and source for online education students at
community colleges with available related data for traditional students.
Date
Online Students
Traditional
Source
Students
1990s Majority: White
Tallent-Runnels et al. (2006)
2000
82% White
Bower & Kamata (2000)
6% African American
5% Latino
2% Asian American
1% Native American
2009
58% White
CCCSE (2009)
14% Latino/Hispanic
13% Black
6% Asian
1% Native American
8% Other
2012
54% White
CCCSE (2012)
18% Latino/Hispanic
14% Black
6% Asian/Pacific Islander
1% Native American
10% Other
2012
Typical: White
Mlot (2012)
2013
46.6% White
62% White
Allen & Seaman (2013)
24.8% Black
14% Black
20.8% Hispanic
6% Hispanic
3.2% Asian
2% Others
4.6% Others
Location of Online Students Enrolled in Community College Courses and Programs
More than any other determinant, Cohen and Brawer (2003) contended that
accessing higher education depended on proximity. These investigators defined a mature
state educational system as one in which 90 to 95% of a state’s population lived within
approximately 25 miles of a college or university. According to Aslanian and Clinefelter
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(2013), “The largest proportion of online students (about 70%) lives within 100 miles of
the closest campus or service center of the institution in which they enrolled” (p. 17).
By contrast, in 2007, the ATC reported that whereas in the past distance higher
education programs at all institutions had attracted students whose geographic distance
from a college campus prevented their enrollment in campus-based classes, increasingly
online education students were living within commuting distance of the college at which
they were enrolled. According to ATC, students were choosing to take online courses
because of the convenience, not the location.
Ginder and Stearns (2014) stated that “one of distance education’s cited benefits
is wider geographical access to higher education, in that students have flexibility to attend
institutions outside of their state of residence” (p. 2). These authors provided extensive
data for all higher education institutions as a whole, as well as for institutions offering
two-year, four-year, and graduate degrees. Community colleges were not identified apart
from other two-year colleges. The Ginder and Sterns data were gathered on distance
education enrollments by the National Center for Education Statistics (NCES).
One data set (Ginder & Stearns, Table 11) identified the location of students
enrolled exclusively in distance education courses in fall 2012. Specifically, this table
shows whether students were located 1) in the same state as the institution in which they
enrolled, 2) in a different state or U.S. jurisdiction, 3) outside the United States, or 4) at
an unknown location.
For public two-year colleges (community colleges were not specifically identified
in the Ginder & Stearns study), of 674,134 total students enrolled exclusively in distance
education, 90.7% (n=611,704) were located in their same state or jurisdiction; 4.9%
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(n=32,928) were located in a different state or jurisdiction; 0.6% (4,204) were enrolled
from outside the U.S. The location of the remaining 3.8% (n=25,298) enrolled students
was unknown.
The Ginder and Stearns NCES data for public four-year institutions revealed that
of the 574,709 students enrolled exclusively in distance education, 73.2% (n=420,801)
were attending programs in the same state or jurisdiction as their location. Another 19.6%
(n=112,732) were located in a different state or jurisdiction; 1.6% (9,073) were enrolled
from outside the U.S. The location of the remaining 5.6% (n=32,103) enrolled students
was unknown.
These same NCES data showed that at historically black colleges and universities,
of 11,616 students enrolled exclusively in distance education, 90.5% (n=10,510) had
chosen programs located in the same state or jurisdiction; 6.4% (n=741) were located in a
different state or jurisdiction; 0.4% (n=91) were enrolled from outside the U.S. The
location of the remaining 2.7% (n=318) enrolled students was unknown.
At tribal colleges and universities, of the 495 students enrolled exclusively in
distance education, 84.0% (n=416) were located in the same state. The remaining 16.0%
(n=79) were located in a different state or jurisdiction.
Of all the undergraduate students represented by the NCES data for 2012, those
who were degree/certificate seeking numbered 1,807,860. Of these students 51.8%
(n=936,201) were located in the same state or jurisdiction as their program; 44.1%
(n=797,386) were located in a different state or jurisdiction; 1.0% (17,520) were enrolled
from outside the U.S. The location of the remaining 3.1% (n=56,673) enrolled students
was unknown.
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Of 192,594 non-degree/certificate seeking students, 77.0% (n=148,303) were
located in the same state; 13.4% (n=25,874) were located in a different state or
jurisdiction; 1.3% (2,492) were enrolled from outside the U.S. The location of the
remaining 8.3% (n=15,925) enrolled students was unknown.
Whereas the institutional, commercial, and government information and data
across this subsection do not directly corroborate each other, it is possible to generalize
that the majority of online undergraduate-level students and potential students have
access to and are accessing online education at locations within the state or jurisdiction
that they live. Student reasons for their choices will be identified and discussed in a later
section of this document.
Socioeconomic Status of Online Students Enrolled in Community College Courses
and Programs
The socioeconomic status of potential higher education students affects both their
ability to access and their ability to continue productively in online education (Burr,
2006; Johnston, 2009). Both Burr and Johnston focused specifically on rural America and
community colleges.
Burr (2006) declared that “rural America struggles as a socioeconomic entity” (p.
69). He described demographic and economic changes that have contributed to the
challenging need for post-secondary education in rural settings. Farms are larger and
more efficient, and in 2006 less than 10% of people lived on a farm, and only 14% of the
rural workforce was employed in farming. Therefore, farm households depended more on
off-farm income, and rural communities sought non-farm sources of economic growth.
Citing 2006 labor and education data, Burr stated that growing numbers of
Hispanics settling in rural America accounted for over 25 percent of the non-metro
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population growth during the 1990s. “The influx of Hispanic populations into rural
America creates additional concerns. Typically, Hispanic immigrants are less educated
than their rural American counterparts which throws the pendulum of education disparity
even further in the wrong direction” (p. 70).
Johnston (2009) identified a “troubling aspect of rural education” as lack of
college access and participation. He wrote that


College enrollment is lower in rural areas than in all other locales for both 18-24
year olds and for 25-29 year olds. Rural adults are also less likely than adults in
other locales to take work-related courses or university credential programs.



The percentage of adults with a bachelor’s degree is lower in rural areas than
nationally.



Rural parents are less likely than parents in all other locales to indicate that they
expect their children to attain a bachelor’s degree or higher.



Rural high schools are less likely to offer students access to college-level/college
credit classes. (Johnston, 2009, “Special Conditions of Rural Education and
Poverty,” para. 4)
Although Johnston went on to discuss indicators of poverty at pre-college levels

of education for two additional ethnic/racial groups, the information certainly generalizes
to the wider populations. He stated that
Eighty-seven percent (87%) of African American and 79% of American
Indian/Native Alaskan students attend a moderate to high poverty remote rural
school, compared to 78% and 62%, respectively, in cities. In fact, more than
three-quarters of African American students and nearly half of American
Indian/Native Alaskan students attend remote rural schools where more than 75%
of students qualify for free or reduced-price lunches. (“Special Conditions of
Rural Education and Poverty,” para. 2)
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In a 2009 study conducted by the Center for Community College Student
Engagement (CCCSE), one survey item designed to determine barriers to community
college students’ returning to college was “How likely is it that the following issues
would cause you to withdraw from class or from this college?” A “lack of finances”
(p. 6) was identified by 46% of the students as a likely or very likely reason for dropping
out. In 2012 the CCCSE reported that of 432,734 respondents to the same item, 49%
identified lacking finances as a reason for withdrawing.
According to data reported by Allen and Seaman (2013), income levels for 74.3%
of online community college students were less than $40,000 per year with the remaining
25.7% having incomes of more than $40,000. Comparatively, 47% of traditional students
had incomes less than $40,000 per year, and 53% had more than $40,000 annual incomes.
In summary, the income levels and socioeconomic status of both rural and nonrural post-secondary U.S. residents have implications for their enrollment and persistence
in online higher education. For many community college students the resources to pursue
online higher education include their employment income.
Employment of Online Students Enrolled in Community College Courses and
Programs
As early as 2000, Dibiase reported that many distance learners at all levels were
different from traditional undergraduates in that they were already in professions,
suggesting they were also employed while pursuing further education. Then, in 2003,
Sikora and Carrol reported more specifically that students enrolled in web-based courses
tended to be employed full time. By 2007 the ATC concluded that several studies
indicate that more than half of distance learning students hold full-time jobs outside of
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the home, with some programs reporting as many as 90% of their students being
employed full-time.
Radford (2011) agreed that in 2007-08, participation in distance education also
varied by undergraduates’ work obligations. Of all undergraduate students working full
time, 34% of them were distance education students—27% were enrolled in a distance
education class and another 7% were enrolled in a distance education degree program.
Respectively, these rates were about 10 and 4 percentage points higher than the combined
groups of students who were not working or were working part time. Of all the
undergraduates enrolled in a distance education class, 45% were employed full time, and
of all undergraduates enrolled in a distance education degree program 62% were
employed full time.
In 2012, Mlot reported that the “typical” online college student was working full
time for an employer that offered tuition reimbursement. Then, in 2013 according to
Allen and Seaman, the majority (81%) of the online degree-seeking student body was
employed. Only 16% of that group were traditional students; 84% were non-traditional
students (Allen & Seaman, 2013). Employment status according to Aslanian and
Clinefelter (2013) was 60% of online students employed full-time, 20% employed parttime, 12% not employed but looking, 7% not employed and not looking, 1% retired.
In a national survey of community college students the CCCSE (2009) found that
more than half (54%) of community college students work 20 or more hours per week,
while more than one-third (36%) work more than 30 hours per week. Additionally, more
than one in five full-time students work more than 30 hours per week. According to the
CCCSE, to juggle their complex schedules, 28% of the community college students
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reported having taken online courses. Further, in both this study and one released by the
CCCSE in 2012, community college students were asked the likelihood that working fulltime would cause them to withdraw from class or from this college. In 2009, 37%
responded with likely or very likely. In 2012, 38% of the 434,142 respondents indicated
those same two likelihoods.
In summary, these studies support a general conclusion. A higher percentage of
students enrolled in online education are employed compared to students in the general
population of undergraduate students.
Marital Status and Dependents of Online Students Enrolled in Community College
Courses and Programs
The ATC (2007) concluded that more than half of all distance learning students
were married with dependents, which meant that they were often juggling a family and a
job with their coursework. In 2013, Aslanian and Clinefelter supported this generalization
stating that the average online student was concerned about balancing the responsibilities
of having a family and completing schooling.
According to Radford (2011) in a 2007-08 NCES study, students who had a
dependent or were married also participated in online education classes or degree
programs more often than other students. For example, “29% of students with one or
more dependents, and 32% of married students took a distance education class, in
contrast to 18% of students without these characteristics” (p. 12). Whereas 18% of all
undergraduates were married, 40% of all undergraduates in an online education program
were married. In addition, though 25% of all undergraduates had one or more dependents,
55% of all undergraduates in an online education degree program had at least one
dependent, according to Radford.
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In 2009 and 2012, community college students were asked, “How likely is it that
the following issues would cause you to withdraw from class or from this college?” The
response of “Caring for dependents” was identified as a likely or very likely reason by
28% of the respondents in 2009 and by 28% of the 433,003 students surveyed in 2012
(CCCSE, 2009, 2012, p. 6 and p. 7, respectively).
In summary, since 2007 about half of online education students have had
dependents, and/or spouses, who have impacted student decisions regarding continuation
in their academic pursuits.
Preparedness of Online Students Enrolled in Community College Courses and
Programs
Community colleges serve a diverse mix of students with dramatically
varying goals and levels of academic preparation. Some are returning from
the workforce to learn new skills. Many are first-generation college
students who have never been to a college campus. Most have significant
demands on their time as they juggle personal, academic, and financial
challenges (CCCSE, 2009, p. 5).
According to Horn and Nevill (2006) and Noel-Levitz (2014) community college
students were, and still are, particularly attracted to the flexibility of online learning.
However, when compared to traditional undergraduate students, these community college
students tended to be older than the traditional age of 18–22, declared financially
independent, worked at least 35 hours a week, had family commitments, and were
academically at risk and in need of developmental coursework (Capra, 2013; Horn &
Nevill,2006; Schuetz & Barr, 2009). These student characteristics have led researchers
(Levy, 2003; Smith Jaggars & Bailey, 2010; Tucker, 2013) to question whether online
education was even appropriate for this “academically weak population” (Capra, 2013, p.
108). But in the generally open access community college educational system, there has
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also been ongoing administrator concern about how best to assess and meet the needs of
those students at risk for dropping out or failing to achieve their personal goals (Austin,
2010; Burr, 2006; Lokken, 2013; Murphey, 2006).
In the 2009 CCCSE study, the survey item designed to determine barriers to
students’ returning to college was “How likely is it that the following issues would cause
you to withdraw from class or from this college?” “Being academically unprepared” (p.
6) was identified by 19% of the students as a likely or very likely reason for dropping out.
In 2012, the CCCSE reported that of 75, 587 students who were entering
community colleges and were tested in the fall of 2010, 66% reported that their
placement tests indicated that they needed developmental coursework in at least one area.
In the spring of 2011, of 121,114 students who took a placement test, 56% reported that
the test indicated that they needed developmental education in at least one area.
In that same 2012 CCCSE study, 433,639 community college students were asked
in the spring of 2011 about their plans after the current semester. Of the respondents 22%
reported that they had no plan or were uncertain about their future plans (17%). Asked
“How likely is it that the following issues would cause you to withdraw from class or
from this college,” of the 431,316 respondents, 19% indicated likely or very likely to
“Being academically unprepared” (p. 7). This was the same response percentage as that
elicited by this item in the 2009 CCCSE survey.
Student preparation for online education has been discussed both here and in four
earlier subsections of this chapter. The pervasive nature of this issue has made it a
concern for students, faculty, administrators, accrediting agencies, governments,
professional organizations, and funding foundations as cited throughout this document.
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Summary
This review of literature on the characteristics and demographics of online
education students supports the following generalizations. The majority of undergraduate
online students are in-state, female, white/Caucasians, who are older, lower in
socioeconomic status, more often married with dependents, more often employed, and
less often prepared for higher education than their traditional education peers. However,
around this generalization, which serves somewhat like a verbal median, lays a range of
variation on each characteristic. Bragg and Durham, (2012) and Gross and Kleinman
(2013) pointed out that “because the majority of community colleges maintain an open
admissions policy, they serve as the primary mode of access to higher education for
underserved groups including racial and ethnic minorities, immigrants, low-income
students, and students of nontraditional age” (Gross & Kleinman, 2013, p. 3).
The information in this section will be used throughout the remainder of this
document to inform the selection, analysis, interpretation, and discussion of literature on
student perceptions about online education at community colleges.
Community College Student Perceptions of Online Education
A student’s perceptions provide a window to that individual’s reality (Dobbs,
Wade, & del Carmen, 2009). The impressions, insights, and views that constitute
perceptions are the bases on which students make decisions and take action (Proffitt,
2006; Witt, 2011). One type of perception that leads to action is the impression that needs
or expectations have (or have not) been met. This type of perception is referred to as

95

satisfaction4 (or dissatisfaction). Stated another way, satisfaction is the perceived state of
having been provided with that which is needed or desired (Merriam-Webster, n. d.,
“Satisfaction”) or having achieved outcomes of success (Keller, 1983).
According to Noel-Levitz (2011), the congruence or “fit” between online
students’ expectations for their educational experience and their satisfaction with what
they perceive as the reality of that experience determines the likelihood that they will
persist and be successful in their online courses and programs. Further, “the opposite
effect also applies: with greater incongruence or lack of fit comes higher attrition and
poor performance” (p. 3).
This section provides a review of literature on community college student
perceptions of numerous aspects of online education. It includes subsections on
community college student perceptions regarding 1) needs and goals for online
education; 2) online education, in general; 3) online course content; 4) online learnerinstructor interaction; 5) online learner-learner interaction; 6) online teaching and
learning; 7) assessment and evaluation in online education; 8) technology in online
education; 9) online student support services; and 10) best practices in online education.
However, each of these subsections begins with a brief overview of the perceptions of
undergraduate students, in general, regarding their online education. These overviews
provide context, clarification, and, sometimes, definitions for the community college
student perceptions presented in the latter portion of each subsection.

4

Throughout the remainder of this document an anchor on a scaled survey item will be reported in italics,
whereas that same anchor will be enclosed in quotation marks when it designates a student’s response to a
survey item. When an anchor-type term (e.g., “satisfaction”) is a part of the ongoing text generically
identifying a perception, the term will be unmarked.
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A type of online education about which there is yet very little published student
perception data is massive open online courses (MOOCs). Online courses “only became a
newsworthy phenomenon in the summer of 2012, when professors at several big name
institutions …[began] to offer free online courses to as many as 160,000 students per
course” (Mullins, 2013, p. 2). Pearcy (2014) offered a brief history of MOOCs in a
biographical sketch of his experiences with online education as a student, a teacher, and a
professor.
Research is scarce. However, Aslanian and Clinefelter (2013) described MOOCs
to their 1500 online student survey participants as “free online courses being offered by
some institutions, and while these courses often do not carry college credit, they can
provide students with a new skill or understanding of a subject area” (p. 15). These
investigators found that 34% of their sample had never heard of MOOCs, 36% had heard
of MOOCs but had not enrolled in one, 17% had heard of these courses and planned to
enroll in them, 5% had enrolled in one or more and were currently enrolled one, and 5%
had enrolled in a MOOC but had dropped out. The remainder had completed one or more
MOOCs. For the approximately 15% of students who had enrolled in MOOCs the “large
majority had enrolled in one or two, but some had enrolled in five or more” (p. 15).
In 2014, Lokken and Mullins reported that “most community college distance
education administrators and faculty remain skeptical of massive open online courses
(MOOCs) due to their low student retention rates, low teacher-to-student interaction,
inability to authenticate students, and lack of financial sustainability” (p. 4). Also
according to these researchers, a few community colleges have used grant funding to
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develop MOOCs that offer self-paced online orientations and remedial help, but few
community colleges have created a financially-sustainable model for creating MOOCs.
Needs and Goals for Online Education
One of the secondary research questions guiding this study was “What are the
needs and goals of students enrolled in online courses at community colleges in the
U.S.?” The literature reviewed in this subsection on student perceptions of their needs
and goals will answer that question. However, much of the data reported in this
subsection was obtained from mixed samples of undergraduate students representing both
community colleges and other postsecondary institutions. But, the American Association
of Community Colleges (AACC), the Center for Community College Student
Engagement (CCCSE), and the Instructional Technology Council (ITC) sponsor ongoing
research on numerous aspects of the education of community college students. The databased findings published by these organizations will be cited frequently throughout the
remainder of this chapter.
Student needs for online education at community colleges. Historically,
educators have identified the meeting of student needs, thereby, gaining their satisfaction
as two keys to success in achieving institutional strategic goals and plans (Ferguson &
DeFelice, 2010). With the enrollment of non-traditional students who were generally
more varied in age, were unable to be geographically bound to a campus, and were
unable to fit into rigid on-campus class schedules, institutions had to change their
delivery of education if they were going to meet the needs and gain the satisfaction of
these students (Appana, 2008; Austin, 2010; Sampson et al., 2010). The new online
education students were working professionals, military members (American Association
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of Community Colleges, 2014a), stay-at-home parents, and other people occupied with
life priorities that could not be abandoned or put on hold while education was being
pursued (Bacow, Bowen, Guthrie, Lack, & Long, 2012). These continue to be the student
groups that community colleges serve (Aslanian & Clinefelter, 2014; Bragg, 2011).
So, what have students perceived as their needs relative to online education, and
what has been the prevalence of these needs among students? Three ways that studentperceived needs have been studied include asking them 1) what they need, 2) what the
benefits of online education are, and 3) what their reasons are for selecting a particular
method of delivery.
In the late 1990s student-reported needs included: 1) “anytime, anywhere”
accessibility, 2) course and program flexibility that enabled them to work at their own
pace, and 3) time to reflect on materials and their responses before having to share their
perspectives or knowledge (Berge, 1997; Jiang, 1998; Matthews, 1999). Later, three
benefits of distance education that were frequently identified were, again, 1) accessibility
to students at locations often far from the enrolling instruction, 2) flexibility in program
structure to accommodate student work schedules, and 3) cost effectiveness (Leonard &
Guha, 2001; Richardson & Swan, 2003; Vaughn, 2007).
In 2010, Lei and Gupta reported 13 student-perceived benefits of online
education. The benefits included:1) limited verbal communication of instructors;
2) course flexibility and freedom to work at own pace; 3) reduced or eliminated
commuting time to and from campus; 4) reduced or eliminated parking hassles; 5) limited
peer distractions (e.g., class clowns); 6) limited favoritism from instructors; 7) easy
access to course materials from any location with Internet connectivity; 8) constant
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access to course materials from any location with Internet connectivity; 9) continuing
education despite a busy schedule; 10) reduced culture shock; 11) help available for
students with learning disabilities; 12) help available for students with physical
disabilities; and 13) development of various practical skills.
In the survey of online higher education students, in general, for the 2011
National Online Learners’ Priorities Report, Noel-Levitz (2011) asked students why they
had chosen online education. In the order of student ratings of importance, their reasons
included: 1) convenience, 2) flexible pacing for program completion, 3) accommodation
of a work schedule, 4) the online program requirements, 5) the reputation of the
institution, 6) the cost, 7) the availability of financial assistance, 8) the transferability of
credits, 9) future employment opportunities, 10) distance from campus, and 11)
recommendations from an employer.
In 2013, Allen and Seaman reported Babson Survey Research Group data on the
primary reasons higher education students, in general, gave for taking an online course.
The findings, listed here with percent of respondents, included: 1) convenience—57.3%,
2) same class on campus was full—7.7%, 3) good past experience—6.2%, 4) travel
prevented on-campus attendance—4.4%, 5) easier than on-campus class—3.6%,
6) curiosity—3.2%, 7) extra online course helped graduate sooner—2.2%, 8) thought
classes were self-paced—2.2%, 9) recommended by someone—1.4%, and 10) all other
responses combined—12%.
According to a large national 2012 collaborative study by the Babson Survey
Research Group and the College Board (Mlot, 2012), the following percentages of online
undergraduate students, in general, offered their perceptions of the benefits of online
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education (listed with elaboration of their responses provided in parentheses). Of the
respondents 80% identified 1) career advancement (students said that the greatest
motivation to enroll was to advance their current career); 2) balance—68% (the ability to
balance work, family, and social responsibilities more easily was beneficial); 3) anytime,
anywhere convenience—64% (students valued the ability to study anytime and anywhere
on their own schedule); 4) accelerated courses—37% (fast-track courses motivated
students to complete a program in an online setting); 5) less expensive—30% (the overall
lower cost of online courses was very appealing to online students); 6) faster completion
time—18% (online programs were generally completed faster than traditional programs);
7) variety of courses—12% (the diversity in the online offerings influenced online
enrollment); 8) the availability of specific credentials—9% (there was greater potential
for earning specific credentials); 9) effectiveness—9% (some students found online
learning methods more effective than those in a traditional college setting); and 10) other
reasons—2%.
A nationwide sample of 1500 online higher education students, in general,
responded to an item requesting the single “greatest advantage” of online study (Aslanian
& Clinefelter, 2013). The respondents identified the following 10 advantages listed with
the percentage of respondents indicating each one: 1) ability to study when and where I
want—32%; 2) flexibility to study around work obligations—17%; 3) ability to study at
my own pace—13%; 4) study at home/elimination of travel—9%; 5) overall lower cost—
7%; 6) flexibility to study around family obligation [they could choose when to study
relative to family obligations]—7%; 7) ability to study around family
responsibilities/obligations [they could study while carrying out their family
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responsibilities/obligations]—7%; 8) 24/7 access to course material and resources—5%;
9) could enroll at institutions beyond my home region—2%; and 10) new and innovative
teaching methods—1%.
Student goals for their online education at community colleges. In 2008, “the
primary motivations for adult learners enrolling in online college and university programs
[were] personal enrichment and improving performance or pay in their current job or
field,” according to Eduventures (2008, p. 3). The research of that firm also showed that
for 30% of their sample, “improving performance or pay was the overriding
motivation….Career-related themes [were] the primary reason that the majority of
consumers (63%) [were] pursuing continuing and professional education” (pp. 3-4).
In the 2009 CCCSE study, community college students were asked to “Indicate
which of the following are your reasons/goals for attending this college” (p. 6). The
respondents were given three response choices—Primary Goal, Secondary Goal, and Not
a Goal—for each of the following six outcomes. The three percentages following each
goal statement represent, respectively, the portion of subjects who selected each response
choice: 1) complete a certificate program—30%, 19%, 51% ; 2) obtain an associate
degree—60%, 20%, 20%; 3) transfer to a four-year college or university—51%, 22%,
27%; 4) obtain or update job-related skills—42%, 27%, 31%; 5) selfimprovement/personal enjoyment—40%, 34%, 26%, 6) change careers—29%, 16%,
55%.
In a national study summarized by Mlot (2012), over 90% of online students
indicated that their career was their primary motivation for their returning to school.
Specifically, students identified their educational goals as advancement in their current
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career—46%, keeping up-to-date in their current career—29%, changing careers—12%,
and meeting credential or licensure requirements for current job—5%.
In the 2012 CCCSE study entitled A Matter of Degrees, an item that allowed
participants to choose more than one response category showed that for 57% (n=70,427
community college students) completion of a certificate program was a goal for attending
college. Further, the goals of 79% (n=71,138) of the respondents included obtaining a
degree and for 73% (n=70,378) transferring to a four-year college or university was a
goal. However, “fewer than half (46%) of entering community college students with a
goal of earning a degree or certificate met their goal within six years after beginning
college” (p. 6).
Student perceptions of their needs and goals also play a role in their selection of
an institution to attend (Aslanian & Clinefelter, 2013). Reputation and price continue to
be important considerations when online students select an institution, according to these
researchers. The Aslanian and Clinefelter data from a national sample of 1500 online
students showed that perceptions of reputation were most often based on institutional
accreditation, quality of the faculty, and personal acquaintance with other attendees.
“Other important selection factors included freedom from specific class meeting times,
liberal credit-transfer policies, and streamlined admission processes” (p. 5).
With regard to the cost of online education, 65% of the Aslanian and Clinefelter
(2013) respondents completely agreed and another 31% somewhat agreed that their
online program had been a good financial investment. Further, 96% of the subjects
perceived that their program had been “worth the time” by indicating that they completely
agreed (72%) or somewhat agreed (24%).
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In summary, numerous studies, of which only a sample has been reviewed in this
subsection, have most commonly reported the following student-perceived needs and
goals relative to the delivery of their education: 1) the convenience and flexibility of
anytime availability and personal scheduling of anytime access, 2) the potential for
accelerated course and program completion; 3) cost effectiveness; and 4) the range of
options for credentialing, certification, earning a degree, preparing for transfer to another
institution, and/or career advancement.
Online Education at Community Colleges
The content of this subsection contributes additional answers to the primary
research question posed in this study: “What are the student perceptions of online
education at community colleges in the United States?” Previous research has revealed
both positive and negative perceptions among students regarding online education
(Dobbs et al., 2009). To the extent that the information was available, throughout this
subsection student satisfaction was contrasted with their dissatisfaction relative to various
aspects of online education. The following discussion provides both qualitative and
quantitative data on student satisfaction with online education, in general.
In the first decade of the 2000s, academic researchers were reporting the positive
perceptions of their subjects regarding student online educational experiences. Beyond
general positive perceptions, 60% of Leonard and Guha’s (2001) subjects regarded an
online course as more challenging than a traditional course. Further, 60% perceived that
they learned more in online courses. Approximately 40% reported that they participated
more in online courses while interacting more with their fellow students online.
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In 2005, Wyatt studied undergraduate students who had been enrolled in both
online and traditional courses. He reported that 77% of his subjects rated the quality of
their online experience as either good or excellent. Relative to academic rigor, 25% of
Wyatt’s subjects perceived their online courses to be much more demanding than their
traditional courses; whereas, another 32% reported the online courses to be slightly more
demanding, and an additional 36% indicated that their online courses were as demanding.
Also exploring the perceptions of students who had experience with both online
and traditional coursework, Hannay and Newvine (2006) found that more than half of
their participants felt they had learned more in their online courses than in their
traditional classes. The Hannay and Newvine subjects also perceived that online courses
were more difficult and of higher quality than traditional courses. Students in this study
also reported that they were more likely to read for their online courses. While 92%
indicated that they read for their online courses, just more than half (57%) read for their
traditional courses. These research participants added that they would spend more time
per week studying for an online course than for a traditional one.
Comparing the perceptions of students who had taken one or more online courses
with the views of those who had not taken any online courses, Dobbs et al. (2009) found
some statistically significant differences between their subject groups. The differences
were generally in terms of strength of agreement or disagreement and not in terms the
direction of their perceptions. The Dobbs et al. analyses showed that both those who had
taken online courses and those who had not generally agreed that traditional courses are
easier than online courses and disagreed that online courses are easier than traditional
courses. Both groups also agreed that students learn more in traditional courses while
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disagreeing that students learn more online. Students in both groups generally agreed that
it takes more effort to complete an online course.
In this same study, those students who had taken an online course disagreed that
the quality of online courses was lower than traditional courses, while those who had not
taken an online course agreed with this item. The results for this item also revealed
differences in perceptions based on online course experience. Those subjects who had
taken five or more online courses more strongly disagreed that the quality of online
courses was lower than that of traditional courses compared to those students who had
taken one to four online courses. Similarly, those who had taken five or more courses
disagreed that students learn more in traditional courses, while those with one to four
online courses agreed that this was the case.
Aman (2009) studied student satisfaction using predetermined items on which
subjects rated their satisfaction using a Likert scale ranging from 1 (strongly disagree)
through 5 (strongly agree). Aman found that students’ overall satisfaction when enrolled
in at least one online course was rated with a mean of 4.21 (SD = .96); they were, in
general, satisfied.
Evans (2009) examined which of the factors for online courses related to student
satisfaction. He also found flexibility of scheduling and studying for online courses was a
factor contributing to student satisfaction.
In 2011, Noel-Levitz released a study of student satisfaction with their online
academic programs, student services, and overall campus life. The respondents in this
research included approximately 99,000 students representing 108 four-year public and
private institutions; community, junior and technical colleges; and two-year career or
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private schools. The Noel-Levitz Student Satisfaction Inventory (SSI) items scaled
student perceptions of both satisfaction and importance. These educational consultants
found that 25% of the online students perceived that their expectations had been met and
that 63% indicated that their expectations had been exceeded. Seventy-three percent of
the respondents were satisfied or very satisfied with their online experience, and 76%
replied that they would probably re-enroll or definitely re-enroll in the program if they
had to do it over again. These investigators concluded, “Overall, this indicates that
students are very pleased with their online experiences and feel that institutions are doing
a good job in delivering online learning” (p. 13). In his case study at a community
college, Seaberry (2008) concurred that the majority of students were satisfied with
online courses and, further, found that scheduling flexibility was a major factor for their
satisfaction.
DaCosta et al. (2010) studied community college student perceptions of overall
online course effectiveness using statistical analyses of the combined and individual data
obtained for the following subscales: flexibility, user interface, navigation, getting
started, technical assistance, course management, universal design, communications,
instructional design, and content. The descriptive results indicated that, overall, the 141
community college students in this study had positive perceptions of online course
effectiveness.
DaCosta et al. (2014) also explored, statistically, the effects of several
demographic characteristics on community college student perceptions. They found that
females had significantly higher perceptions of online course effectiveness than did
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males. They also found that for the variable of students’ native language, native-Englishspeaking students had significantly higher perceptions of online course effectiveness than
did their non-native-English-speaking peers.
In 2014, Noel-Levitz released the results of their study of 185,186 online and nononline students at 208 community, junior, and technical colleges. The Noel-Levitz
Student Satisfaction Inventory was administered between the fall of 2011 and the spring
of 2014. Overall, 63% of the respondents were satisfied with their community college
experience, and 71% indicated that if they were making the decision again, they would
re-enroll.
In summary, the literature reviewed in this subsection on student perceptions
regarding online education, overall, provides generally positive perceptions as well as
satisfaction with online higher education. Further, the findings were similar both for
online undergraduate students, in general, and for students enrolled in online community
college education.
The next subsections of this document identify student perceptions of specific
aspects of online education. Findings are reported for course content, student interactions,
teaching and learning, assessment and evaluation, technology, student support services,
and best practices.
Online Course Content
An assumption that underlies the information in this subsection is that student
perceptions regarding course content are based on student “interactions” with it. Learner-
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content interactions5 were originally defined as the non-human interactions that students
have with course subject matter (Moore, 1989; Moore & Kearsley, 1996).
Since the publication of Moore’s original (1989) framework of three types of
learner interactions in distance education—learner-content interactions, learner-instructor
interactions, and learner-learner interactions—numerous researchers (as cited throughout
this subsection and the next two) have adopted Moore’s three interactions as part, or all,
of the theoretical frameworks for their studies. In fact, Kuo et al. called Moore’s model
“the most prominent framework of interaction in distance education” (2014,
“Interaction,” para. 2). Most of these researchers (e.g., Chickering & Ehrmann, 1996;
Mandernach, 2005; Sloane-C, 2008, Wyatt, 2005) have concluded that in their studies
“the importance of interaction in online learning was confirmed” (Kuo et al., 2013,
“Conclusions,” para. 1).
First, this subsection identifies the nature of learner-content interaction in online
education. Second, it provides a brief review of literature on student satisfaction with
online learner-content interaction in online higher education, in general. Then, third, it
provides a review of literature on community college student perceptions regarding the
learner-content interaction in their online education. Finally, it provides a brief statement
on open education resources (OER) before ending with a summary of the content in this
subsection.
According to Kelsey and D’sousa (2004), learner-content interaction occurs when
a student reads a book, views pre-recorded videotape, or in some way interacts with
inanimate learning resources. The current review of literature showed that over time,
5

Consistent with the literature being reviewed, either term learner-content or student-content interactions
was used in this subsection and throughout the remainder of this document.
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however, the researchers’ descriptions of these content interactions expanded to cover
learners online interactions with types of electronic media and course design, as well.
Hence, such additional aspects as website searches and online curricular topics, learning
activities, learning objects, assignments, and projects were studied. The following
investigations provide an overview of the impact of the online course content on student
satisfaction.
Relative to online communication of course content as a component of learnercontent interaction, Johanson (1996) conducted her case study on a single online course.
She concluded that student satisfaction was positively impacted when the course was
specifically designed to support learner-centered strategies involving clear online
communication of expectations and availability of alternative assignment options.
Seeking the factors that promote student satisfaction, Stein (2004) reported that
student satisfaction with course delivery depended largely on the course structure. Thus,
course elements such as objectives; a list of the sequence of units in the course content;
details of the assignments and deadlines; and an identification of the types and dates of
tests, papers, and any other activities to be graded all needed to be presented and clearly
stated online in order to maintain or increase student satisfaction.
Later studies also showed that effective communication of online course content
was a factor contributing to online student satisfaction. Evans (2009) found that the
design, structure, and communication of the online curriculum were key variables
impacting student satisfaction. Kelly (2009) reported that students wanted clear online
communication of the instructor’s expectations and standards, and if the course syllabus
was clear about these guidelines and the instructor complied with what had been
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specified, students were satisfied. Bradford (2010) provided numerical evidence of some
of these findings reporting that 87% of his subjects wanted clarity and simplicity in the
syllabus and all assignments. Likewise, as found in the 2011 Noel-Levitz survey, an item
that ranked high in students’ estimations of importance but low in their rating of
satisfaction was that assignments are clearly defined in the syllabus.
Two additional elements of student-content interaction that researchers found of
significance relative to student satisfaction with course content were the online design
and availability of course materials. For example, Ortiz-Rodriques et al. (2005) found
that student satisfaction was linked to the availability of relevant, succinctly-presented
media for course materials. Likewise, resource materials such as study guides, additional
reading material, and online resources with direct relevance to the academic subject were
also identified as predictors of student satisfaction (Aman, 2009; Mandernach, 2005;
Nakos, Deis, & Jourdan, 2002; Noel-Levitz, 2011).
Aman (2009), Bradford (2010), and Noel-Levitz (2011) added more specificity to
these findings. Aman’s subjects rated their satisfaction with course resource materials
with a mean of 4.12 (SD = 0.73) on a scale from 1 (strongly disagree) through 5 (strongly
agree) thus indicating that they “agreed” that they were satisfied with the materials.
According to Bradford, 76% of his subjects agreed that online instructional material
should include both visual and auditory materials, and 80% agreed that visual materials
should be designed so that students do not need to visually scan material to find the
meaning of the presentation. The Noel-Levitz survey yielded student ratings of online
library materials to be of high importance and high satisfaction.
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Overall, Strachota’s (2003) multiple regression analysis of her, data supported
learner-content interaction as the primary construct in predicting students’ satisfaction
with their online courses at a two-year technical school. Further, in that same study, using
qualitative research methodology, Strachota identified learner-content interaction as the
most important criterion for a satisfying online experience, according to her interpretation
of group and individual student interview data.
A decade later in a preliminary study, Kuo et al. (2013) also used regression
analysis in determining that learner-content interaction explained the largest unique
variance in student satisfaction among the three Moore (1989) learner-interaction types
(i.e., learner-content interactions, learner-instructor interactions, and learner-learner
interactions) plus the variables of Internet self-efficacy, and self-regulation. Then, in
2014 in an expanded investigation with a sample of 221 students, Kuo et al. confirmed
learner-content interaction as the strongest predictor among those significant predictors of
student satisfaction. These researchers concluded, “In sum, the results suggest that
improvements in learner–content interaction yield the most promise in enhancing student
satisfaction in online course settings” (Kuo et al., 2014, “Abstract”).
Community college student perceptions regarding online course content. To
this point in this subsection, the literature on student perceptions of satisfaction indicates
that online students, in general, value the availability of relevant, succinctly-presented
media for course materials and resource materials such as study guides, additional
reading material, and online resources with direct relevance to the academic subject of an
online course (e.g., Aman, 2009; Bradford, 2010; Mandernach, 2005; Nakos, Deis, &
Jourdan, 2002; Noel-Levitz, 2011; Ortiz-Rodriques et al., 2005). However, in her study
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of the persistence of community college students in online classes, Stanford-Bowers
(2008, “Role of the instructor,” para. 2), warned that ‘‘posting of extensive lecture notes
which mirror the textbook, PowerPoint outlines used for classroom presentations, and
busy work are all ill-advised techniques’’ for designing online courses. With the overall
goal of providing their perceptions in identifying retention factors, community college
students in the Stanford-Bowers study described such instructional content as useful for
organizing the textbook content but not for developing independent learning,
responsibility, personal contact, or discussion/interaction—several of the studentperceived retention factors identified in that study.
The perception-based retention factor ranked third of ten (behind convenience/
flexibility and time management) by the community college students in the StanfordBowers (2008) study was “clearly-stated requirements.” Like their peers in online higher
education in other institutional settings, community college students value and take action
based on their perceptions regarding course requirements.
In a qualitative study of first-year community college students’ expectations of
their online programs, Kılıç-Çakmak, Karataş, and Ocak (2009) analyzed data obtained
with10 open-ended items on an online survey of 138 respondents. These researchers
found that students expected that in addition to text, there would be images, animations,
videos, synchronous communication tools, and web resources available. Further, such
course content “should be focused on detailed and descriptive information” (p. 355).
DaCosta et al. (2010) showed that both gender and native-language impacted
community college student perceptions of course content effectiveness and instructional
design. On a five-point scale ranging from 1 low effectiveness to 5 high effectiveness,
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female student perceptions of course content were significantly higher (M = 4.2; SD =
.61) that those of males (M = 3.7; SD = .72). Regarding online instructional design, the
mean rating of female students was significantly higher (M = 4.0, SD = .62) than the
mean rating of the male students (M = 3.6, SD = .61).
Future course content in online education? Or not. A type of course content
about which research on student perceptions is still non-existent is open educational
resources (OER). OER were defined on the William and Flora Hewlett Foundation
Website (2013) as:
teaching, learning and research resources that reside in the public domain or have
been released under an intellectual property license that permits their free use and
re-purposing by others. Open education resources include full courses, course
materials, modules, textbooks, streaming videos, tests, software, and any other
tools, materials or techniques used to support access to knowledge.
“Awareness and adoption of open educational resources (OER) has [sic] yet to
enter the mainstream of higher education. Most faculty [between 66% and 75%] remain
unaware of OER, and OER is [sic] not a driving force for faculty decisions about which
educational materials to adopt” (Allen & Seaman, 2014c, p. 2). For those faculty who are
aware of OER, most judge the quality of OER to be roughly equivalent to that of
traditional educational resources. However, according to Allen and Seaman, faculty
perceptions of the time and effort commitment required to find and evaluate OER
constitute the primary barriers to the use of these materials. In the Allen and Seaman
study 38% of the faculty respondents indicated that it was difficult or very difficult to find
OER. However, 27.2% of the same total sample of respondents also rated the finding of
traditional course materials as difficult or very difficult.
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In summary, like the research cited and conducted by Kuo et al. (2014), this
present review of literature supports the Kuo et al. conclusion that learner-content
interaction is an active determinant of online learning student perceptions about their
online educational experiences. This generalization applies to undergraduate students and
community college students, as well.
Online Learner-Instructor Interaction
In their monograph on a systems view of distance education, Moore and Kearsley
emphasized the importance of student interaction in all forms of education. Jain (2011)
and (Kuo et al. (2013, 2014) contended that one of the unique features of online
education is its capacity to support interactive group processes. Other research has shown
that limited interaction may decrease student satisfaction and affect student performance
and persistence in online courses (Chang & Smith, 2008; Noel-Levitz, 2011).
In 1996, Moore and Kearsley defined learner-instructor interaction as the human
interaction consisting of two-way communication between the learner and the instructor.
According to Moore (1989) it can take many forms, such as guidance, support,
evaluation, and encouragement. Kuo et al. (2014) found that interaction was a critical
indicator of student satisfaction and that student perception of dissatisfaction lead to
reduced engagement in their online courses.
First, this subsection identifies the nature of learner-instructor interaction in
online education. Second, it provides a brief review of literature on student satisfaction
with online learner-instructor interaction in online higher education, in general. Then,
third, it provides a review of literature on student satisfaction with the learner-instructor
interaction in online education at community colleges.
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Johanson (1996) contended that an online instructor’s role should be that of a
facilitator and coach, and Mason and Weller (2000) found that students’ satisfaction was
affected most by instructor support. Moore and Kearsley (1996) suggested that this type
of interaction was necessary for content clarification, student feedback, and minimization
of the impact of distance. Carnevale (2000) found that distance education students
appreciated many of the same qualities found in traditional courses including a
knowledgeable professor and interaction with that professor.
These studies reveal that learner-instructor interaction involves the social
interaction of the instructor with the students. Berge (1997) identified this instructor
social role as social presence. Berge found that students perceived that the “best online
instructors” were those who established a social presence. Social presence was quantified
as an instructor’s being available to students online multiple times a week, and at best,
daily. According to Berge, social presence, during which instructors actively interacted
with and engaged students, resulted in intellectual and personal bonding that developed
into a learning community. Berge reported that when, at the beginning of a course, an
instructor sets clear expectations for his or her presence online, there will be a reduced
need for daily presence. Berge’s students wanted to know when their instructors would
and would not be present online in a virtual classroom or be available by email or texting.
Students perceived this online availability to be comparable to office hours. This online
availability of instructors reduced or eliminated the need for synchronous communication
in order for students to perceive instructor presence as successful, according to Berge.
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However, Berge warned that students who feel abandoned or who feel alone post
questions, such as “Is anybody there?” This is a very clear and unambiguous signal that
not all is well, according to this scholar and practitioner.
Some of the personal instructor characteristics that students perceived as valuable
contributions to the learning community were timeliness, organization, flexibility, and
high expectations (Bailey, 2008). Components of a student-perceived successful learnerinstructor interactions included instructor engagement and communication with students
(Conceicao, 2006; Conceicao, Strachota, & Schmidt, 2007; Easton, 2003).
Kelsey and D’sousa (2004) conducted a case study of student motivation for
learning at a distance. These researchers identified learner-instructor interaction as a
relationship that differentiates self-study from distance education because the instructor
provides the learner with curriculum; supplies an organized plan—a syllabus—for
mastering the content; and communicates with the learner throughout the process. These
researchers suggested that identifying learner-instructor interaction as a personal
relationship may explain the positive impact of successful interactions on the student
motivation and satisfaction with distance education that they found.
One of the seven postulates of Holmberg’s (1995) theory of distance education
was that students who were feeling a personal relationship with the instructor also
perceived pleasure that motivated them to study. Both this Holmberg postulate and
Moore’s (1989) contention that interaction may be a predicating factor for the success of
distance education courses were supported by the Kelsey and D’sousa (2004) study.
In 2003, Strachota found that for the technical college students she studied, of her
four interaction variables (i.e., interactions between learners and the content, the
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instructor, other learners, and technology), learner-instructor interaction contributed as
the second most significant construct predicting online satisfaction. And, Strachota’s
qualitative analyses revealed learner-instructor interaction to be the second most
important criterion for satisfaction according to her student interviewees.
Abdulla (2004) found in a study of student perceptions of online instructor roles
and competencies that facilitation and interpersonal skills of instructors were ranked the
highest in importance by students in the online course environments. Wyatt (2005)
determined that over half (54%) of the students surveyed about their online instruction
felt that good interactions both between students and the instructor and between students
were important factors for student satisfaction. This finding was similar to those of
Bouras (2009) and Ortiz-Rodriques, et al. (2005). Further, Ortiz-Rodriques et al. (2005)
found that student satisfaction with online courses was linked to communication with and
timely feedback from the instructor.
Overall, the value of successful learner-instructor interaction in online education
was recently verified by the two studies of Kuo et al. who in 2013 and 2014 confirmed
that learner-instructor interaction was a good predictor of student satisfaction. By
contrast, limited interaction with the instructor decreased students’ course satisfaction
and affected their performance, which were findings also of Chang and Smith (2008) and
Noel-Levitz (2011, 2014).
In 2007, Dennen, Darabi, and Smith discussed the importance of student
expectations relative to students’ willingness to contribute to student-instructor and
student-student interaction. These investigators found that online students’ motivation to
participate increased when students perceived that their instructors were attempting to
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meet the students’ expectations and when the instructors demonstrated that they valued
the students as individuals.
Community college student perceptions regarding online learner-instructor
interaction. Fifteen years ago Palloff and Pratt characterized an online community as one
which contains active interaction involving content and personal communication between
students and the instructor (as cited in Stanford-Bowers, 2008). Through these
interactions the participants share ideas, information, and resources while at the same
time they offer support and encouragement along with constructive critical evaluations of
each other's work. According to Stanford-Bowers, who described learning communities
in detail, the presence (or absence) of a learning community can influence persistence of
community college students in online education. Stanford-Bowers went on to state that
“learning communities can also provide a student-centered learning environment, develop
critical thinking skills, and provide expanded connections to specialists, faculty, and
students around the world…” (“Online Learning Communities, para. 1). Further,
“effective online learning communities can be characterized by four critical components:
interaction, communication, participation, and collaboration” (“Climate of online
Learning Community,” para. 4).
In her research to determine the top 10 factors that community college students
perceived as contributors to student retention in online courses, Stanford-Bowers (2008)
found that personal contact and discussion/interaction were ranked eighth and ninth,
respectively. These perception-based findings provide additional evidence supporting the
role of instructor and peer social presence in the success of students in online education.
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In their qualitative study of first-year community college students’ expectations of
their online education program, Kılıç-Çakmak et al. (2009) argued that “In e-learning, the
larger the gap between students’ expectations and experiences is, the less the student
participation becomes” (p. 351). Based on their community college student perception
data, Kılıç-Çakmak et al. found that the major negative influences impacting studentinstructor interaction were the number of students per instructor, the lack of time
instructors spent in chat sessions, and communication problems between instructors and
students.
In this Kılıç-Çakmak et al. (2009) study, the community college students
perceived that their instructors communicated primarily through the Internet but did not
do so effectively. Student expectations were that instructors would communicate with
them directly by phone and would be available face-to-face through online media tools to
answer their questions and engage in the chat room discussions. Student responses
showed dissatisfaction with mandatory chat rooms at a singular specified time as these
were perceived as violations of the flexibility principle, which they expected as one of the
primary advantages of online education.
Noel-Levitz (2014) published their latest National Student Satisfaction and
Priorities Report with an addendum report providing the combined results for 208
community, junior, and technical colleges. These researchers listed the following seven
individual items with associated percentages of 185,186 students who first rated the
perceived importance of each item; then they rated their satisfaction level on each item.
Students used seven-point Likert-type scales with 1 being low and 7 being high. The
importance percentage listed first after each item indicates the percentage of the students
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who rated importance as 6 or 7 (important or very important). Likewise, the second
percentage indicates the student who rated satisfaction as 6 or 7 (satisfied or very
satisfied). These findings were extracted, for presentation here, from among 14 items
labeled “Instructional Effectiveness” (p. 5.) They are offered as components of instructor
social presence and instructor contributions to a learning community as identified by
other student results reported earlier in this subsection.


Faculty are fair and unbiased in their treatment of individual students–84% and
61%;



Faculty provide timely feedback about student progress in a course–83% and
56%;



Faculty are understanding of students’ unique life circumstances–81% and 55%;



Students are notified early in the term if they are doing poorly in a class–81%
48%;



Faculty take into consideration student differences as they teach a course–78%
and 53%;



Faculty are interested in my academic problems–77% and 53%; and



Faculty care about me as an individual–76% and 58%.
Noel-Levitz interpreted their results numerically by subtracting the satisfaction

percentage from the importance percentage and identifying a percentage performance
gap. Small gaps were interpreted as indicators of institutional strengths; large gaps
indicated institutional challenges. Of the items above none were identified as strengths,
but two items were specified as challenges in need of addressing by these institutions.
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Those items were “faculty provide timely feedback about student progress in a course”
and “students are notified early in a term if they are doing poorly in a course.”
Taken as a whole, the research in this subsection depicted instructor social
presence as communication, feedback, support, and caring about students as individuals.
Further, it is apparent that the online learner-instructor interactions engendered by
instructor social presence were strong influences on student expectations, motivation,
engagement, participation, collaboration, satisfaction, retention, and success. This
generalization pertained to both undergraduate students, at large, and to those students
enrolled in online education at community colleges.
Online Learner-Learner Interaction
This subsection begins by identifying the nature of learner-learner interaction in
online education. Next, it provides a brief review of literature on student satisfaction with
online learner-learner interaction in online higher education, in general. Then it concludes
with a review of literature on student satisfaction with the learner-learner interaction in
their online education at community colleges.
Learner-learner interactions were defined as the human interaction consisting of
two-way communication between one learner and other learners (Moore, 1989; Moore &
Kearsley, 1996). In non-synchronous online communication this type of interaction may
occur via email, blogs, and discussion boards. Kelsey and D’sousa (2004) added that
learner-learner interactions often take the form of group projects and discussion groups.
The findings about the role of learner-learner interactions in student satisfaction
with their online higher education experiences have been inconsistent. Although Moore
(1989) contended that student interest and motivation can be enhanced through peer
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interaction, more recently in their study of student motivation, Kelsey and D’sousa
(2008) found that student-student interaction was not considered critical to learning.
Navarro and Shoemaker (2000) reported that students felt online learning actually
increased learner-learner communication because students were more comfortable
speaking out in a web-based format. Carnevale (2000) and Swan (2003a) found that
students appreciated courses that created a feeling of community and that they valued
learner-learner interactions and student social presence as important elements in learning
and satisfaction. Whereas some students reported that other learners were essential to
their success in a course, others stated that fellow learners actually detracted from their
success according to Biner, Welsh, Barone, Summers, and Dean (1997). In his
monograph on the key to teaching and learning online, Salmon (2000) indicated that for
some learners, active participation and engagement in online discussions throughout or
during some parts of the online course may be influential in their learning, but for others,
active participation may be difficult or unwanted due to different reasons. Students who
were more comfortable writing comments than providing oral input could be involved
through text thus contributing their participation (Baglione & Nastanski, 2007).
In 2003, Anderson concluded that engaging in peer interaction propelled students
to construct ideas deeply and increased achievement (as cited by Kuo et al., 2014).
Further, Strachota (2003) found that technical college students in courses that had either a
voluntary or required discussion group were significantly more satisfied than those
students who were in courses with no discussion groups. However, in Strachota’s
qualitative data, learner-learner interaction was identified by students as the least
important criterion for satisfaction of the four learner interactions that she studied.
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By contrast, in presenting his second principle of online pedagogy—Interactivity
is the heart and soul of effective asynchronous learning—Pelz (2004) pointed out that the
research conducted by the Suny Learning Network since 1995 had consistently shown the
quantity and quality of learner-instructor and learner-learner interaction to be “strong
positive correlates with student and faculty satisfaction” (p. 107).
In 2009, Evans examined which of the factors for online courses related to student
satisfaction and found that student engagement does. However, that same year Aman
(2009) reported that learner-learner interactions were ranked low in impact on their
satisfaction by his subjects. The factor with the lowest satisfaction was interaction with a
mean of 3.93 (SD = 0.84) on a five-point scale ranging from 1 (strongly disagree)
through 5 (strongly agree). But, a mean of 4.0 was an indication that students agreed that
they were satisfied with those interactions. Based on the satisfaction of their student
subjects, Sampson, Austin, Leonard, Ballenger, and Coleman (2010) concluded that the
social aspects of interactions and a sense of classroom culture were crucial to student
success.
In the conclusion to an edited volume of 16 chapters on emerging technologies in
distance of education, Veletsianos (2010), the editor, indicated that learners with high
levels of interaction with the instructor and other learners are more engaged in online
learning. He based his generalization on his reading of the “international experiences,
dispersed knowledge, and multidisciplinary perspectives” (p. ix) of the contributors to
that volume.
However, overall, the literature on the importance of learner-learner interactions
to student satisfaction with their online higher education, in general, is inconclusive. The
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variety of methodological elements such as samples of convenience; small student
sample size (e.g., 45 students) versus large sample size (e.g., 99,000 students); different
institution sizes and governance structures; and data from individual courses, cases, and
specific areas of study may have contributed to the conflicting results. Yet, from most of
those same studies, the results for learner-content and learner-instructor interactions were
highly consistent.
Community college student perceptions regarding online learner-learner
interaction. In both of the Capra (2011, 2014) studies of community college students
learning, the researcher emphasized the importance of student interactions in the “making
of meaning.” Based on her review of literature, Capra (2011) concluded that the research
shows that, overall, student-perceived learning is related to the student perceptions of
positive social interaction with other students in a course. However, as discussed in the
next subsection of this document, Capra conveyed considerable doubt about the quality
of learner–learner interaction within online learning communities in community college
education.
In the Morris (2011) study of community college student perceptions of online
learning, her qualitative data revealed that communication and interaction with others
through discussion board participation was a major source of engagement. Further, her 15
participants valued such learner-learner interactions as important elements in learning and
satisfaction.
Learner-learner interactions as defined by Moore (1989) and Moore and Kearsley
(1996) have been identified as “social presence” (e.g., Pelz, 2004; Richardson & Swan,
2003) and have been incorporated into other frameworks and models—for example,
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communities of inquiry (CoI; Garrison, Anderson, & Archer, 2000). Further discussion of
student perceptions of learner-learner interactions within other models occurs throughout
the following three subsections of this document.
Online Teaching and Learning
In order to eliminate redundancy and duplication of information across two
subsections—one on teaching and one on learning—the literature on student perceptions
regarding these interdependent areas of online higher education is reviewed together in
this subsection. The following discussion focuses on student perceptions regarding
1) cognitive, social, and teaching presence (Garrison & Cleveland-Innes, 2005) as
defined within a CoI (Garrison et al., 2000; Richardson & Swan, 2003); 2) the
metacognitive process of regulated learning (Kuo et al. 2014; Zimmerman, 1989); and
3) self-efficacy (Shen, Cho, Tsai, & Marra, 2013). This subsection ends with a review of
student demographics relative to perceptions of teaching and learning.
Cognitive presence, social presence, and communities of inquiry (CoI). In
2000 Garrison et al. explained that when learners form a CoI, with a shared purpose of
achieving a meaningful learning outcome, they experience the interaction of cognitive,
social, and instructional elements in the mutual realization of their learning goal. Swan,
Garrison, and Richardson (2009) depicted the interaction of the three elements of a CoI
(Figure 1, p. 5). They defined cognitive presence as “the extent to which learners are able
to construct and confirm meaning through sustained reflection and discourse” (p. 8).
“Social presence [is] the degree to which participants in computer-mediated
communication feel affectively connected one to another…” (p. 9). Teaching presence is
“the design, facilitation and direction of cognitive and social processes for the purpose of
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realizing personally meaningful and educationally worthwhile learning outcomes”
(p. 12). Pelz (2004) discussed two ways that the instructor and the students add teaching
presence to a discussion: by facilitating the discussion and by direct instruction.
In a study of the causal relationships between social presence, teaching presence,
and cognitive presence, Garrison, Cleveland-Innes, and Fung (2010) emphasized the key
role that teaching presence plays in influencing student perceptions of social presence and
cognitive presence. According to Capra (2014) this CoI paradigm was developed to assist
educators understand the unique learning dynamic created in computer-mediated
environments.
Rourke and Kanuka (2009) provided a review of 252 reports on the CoI
framework. Their consideration of several perception-based studies of graduate and other
university students will not be recounted here.
Community college student perceptions regarding online CoI. In a discussion
of the literature on issues confronting online community college students, Capra (2011)
stated that “researchers have found that students overall perceived learning is correlated
to the sense of social presence facilitated in the course. Thus, students who perceive a
lack of social interaction or instructor presence may be more inclined to withdraw”
(“Problems for Instructors and Students throughout Higher Education,” para. 1).
In a qualitative study of 25 community college students, Morris (2011) explored
student perceptions of online learning within the theoretical construct of the CoI model.
Her data yielded “five themes: communication/interaction (social presence), instructor
involvement/support (teaching presence), instructional design (teaching presence),
learner engagement with content (cognitive presence), and learner characteristics/needs
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(dispositional and situational factors)” (p. 37). The student perception-based findings in
this study included the following:


that communication and interaction with others through discussion board
participation was a major source of engagement and that the students who usually
perceived isolation were enrolled in courses without required discussion board
participation;



that instructor actions including feedback, quick response via e-mail or discussion
board to a question, and review of assignment drafts were perceived as especially
beneficial by many online students;



that aspects of instructional design with perceived potential for promoting student
expectations of successful course completion were clearly communicated
instructor expectations, easy-to-follow course structure, timing of assignments,
neat instructions, clear guidelines, and course activities that encouraged students
in peer-reviewing and challenging each other’s opinions and work—constituting
opportunities for students to exhibit teaching presence in the form of involvement
and support;



that the course activities that contributed most to cognitive presence were
discussion board participation, formative assessment, instructor-created notes, and
lab activities, but that most of the participants perceived that they learned more
through independent study than from the instructor or from other students;



that 80% of the participants were satisfied with their online course experience and
that, for those in courses with required discussion boards, communication and
collaboration via those boards increased their satisfaction with the course; and
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that, for about a third of the participants, the dual-faceted category of teaching
presence (instructional design and instructor involvement/support) was a reason
for their course satisfaction.
As a context for her phenomenological study of 15 community college students’

online education experiences, Capra (2014) adopted the social and cognitive elements of
the CoI paradigm to formulate her student interview questions. The subjects were
enrolled in fully online courses in seven different disciplines and were selected using
purposeful sampling so that they would represent the diversity of community college
campuses as described in 2013 by the AACC.
She found that “overall, students did not describe their learning experience as
socially consistent with CoI. Instead, participants described their learning as isolated and
impersonal” (p. 112). The students described their “struggles” sensing others as real
people in the course. They reported that what social interaction did occur with the
instructor was mainly a result of the instructor answering e-mails or posting
announcements. Capra interpreted the data as consistently showing two categories of
social student-student interaction: “perfunctory discussion boards and impersonal
relationships with classmates” (p. 112) during mandatory discussion boards as the main,
and sometimes only, form of communication with their classmates.
Because of the interactional nature of learning within a CoI, the absence of “a
strong social presence needed to engender critical thinking and collaborative work” (p.
113) left Capra’s subjects describing their coursework as “monotonous” with hours of
reading and typing from a textbook in the absence of supplemental materials and
assignments, except for unnecessary PowerPoint slideshows taken from the textbook.
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Further, student perceptions of the contributions of the instructor depicted disconnected
rare interactions beyond email question-posing and question-answering.
In summarizing her research, Capra (2014) stated, “Findings conveyed suppressed
social, cognitive, and teaching presence; and as a result, a meaningful learning experience
was not achieved for the participants.…Findings from this study raise questions about the
pedagogical soundness of fully online courses for community college students” (p. 108).
The Capra (2014) findings supported the findings of Rourke and Kanuka (2009),
Lei and Gupta, (2010) and Mlot (2012). Rourke and Kanuka concluded, “this review
indicates that it is unlikely that deep and meaningful learning arises in CoI. Students
associate the surface learning that does occur with independent activities or didactic
instruction; not sustained communication which is critical in CoI” (“Abstract,” para. 1).
In evaluating the disadvantages of online education from student perspectives, the
community college students in the Lei and Gupta (2010) sample identified several issues
that were consistent with the negative findings of the Capra (2013) study. Studentperceived disadvantages of online education that are contrary to the principle of CoI
included: lack of social interactions with instructors and peers, delayed feedback from
peers and instructors, lack of direct assistance and explanation from instructors, and the
belief that online courses have more required assignments than traditional courses.
Mlot (2012), in a section entitled “Online education isn’t perfect,” offered the
following list of student perceptions with associated percentages of a large representative
sample of online education enrollees who indicated each concern. Students reported a
lack of face-to-face contact with instructors and other students—37%; inconsistent
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communication with instructors—24%, lack of motivation—20%, negative perceptions
of others about on-line study—5%, and greater difficulty than classroom studies—4%.
Self-regulated learning. Zimmermann (1989) defined self-regulated learning as
the degree to which students are metacognitively, motivationally, and behaviorally active
participants in their own learning. According to Kuo et al. (2014), metacognitive
processes involve a “learner’s ability to set up plans, schedules, or goals to monitor or
evaluate their learning progress” (“.3.3. Self-regulated learning,” para. 1). Further, selfregulated learning behavior includes seeking help from others to optimize learning, and
self-motivation includes the willingness to take responsibility for personal successes or
failures, according to Kuo et al.
In a study of task value and self-efficacy, which are two components in the
motivation construct of self-regulated learning (Kuo et al. 2004), Artino (2007) found
that these two components positively predicted overall student satisfaction with an online
course in the U.S. Navy.
Kuo et al. (2014) also studied the relationship between self-regulated learning and
student perceptions of satisfaction with online education. These researchers did not find
self-regulated learning to be a significant predictor of student satisfaction.
However, in a study of 815 community college students enrolled in liberal arts
online courses during a single semester, Puzziferro (2008) found self-regulated learning
to be a significant predictor of student perceptions of satisfaction in college-level online
courses. On the “Motivated Strategies for Learning Questionnaire” subscales rehearsal,
elaboration, metacognitive self-regulation, time management, and study environment
were significantly positively correlated with levels of satisfaction.
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Self-efficacy and learning. Bandura defined self-efficacy as “people’s judgments
of their capabilities to organize and execute a course of action required to attain
designated types of performances” (as cited in, Shen et al., 2013, p. 10). “If a person has
a low level of self-efficacy toward a task, he or she is less likely to exert effort; therefore,
the person will be less likely to achieve” (p. 10), as explained by Shen et al.
In 2004, Ergul found that self-efficacy was a significant predictor of student
academic achievement in online courses. Further, Artino (2008) found that students with
perceptions of higher self-efficacy were more likely to report perceptions of satisfaction
with their learning in online courses than students perceiving low self-efficacy.
According to Shen et al. (2013), self-efficacy has been reported as a consistent variable in
predicting students’ satisfaction with their learning in online environments.
Shen et al. (2013) identified five dimensions of online learning self-efficacy. The
dimensions included the self-efficacy to 1) complete an online course, 2) interact socially
with classmates, 3) handle tools in a Course Management System (CMS), 4) interact with
instructors in an online course, and 5) interact with classmates for academic purposes.
The participants in this study perceived high self-efficacy on all five dimensions as
indicated by mean scores above 7 (on a 10-point scale). The perceptions of satisfaction
with online learning for the 406 subjects in this study were also high with an overall
mean 4.32 (SD not reported) on a 5-point Likert scale. Additional statistical analyses
revealed four of the five dimensions of online learning self-efficacy to be significant
predictors of perceived satisfaction with online learning. The dimension that did not
predict satisfaction was self-efficacy to handle tools in a CMS. These researchers
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concluded that their study “shows students’ self-judgment about their capabilities to
complete an online course is critical for their satisfaction with an online course” (p. 17).
Community college student perceptions regarding online teaching and
learning. Literature on community college student perceptions regarding online teaching
and learning was reviewed earlier in this subsection in discussions of CoI (Capra, 2011;
Morris, 2011), student-perceived disadvantages of online education that are contrary to
the principles of CoI (Lei & Gupta, 2010), and self-regulated learning (Puzziferro, 2008).
The review of additional perception-based studies follows.
Kılıç-Çakmak et al. (2009) found an emergent category of student perceptions
that they termed instructional process. These researchers identified several studentperceived issues that impacted the instructional process including “disintegration of
attention in e-learning; no working habits in the evening hours; increasing
responsibilities; demanding, self-regulated learning; seeing themselves as teacher; and
failure to follow a strict timeline to work and do homework” (p. 354).
In the 2014 Noel-Levitz study, described in detail earlier in this document, the
following three items on “instructional effectiveness” elicited community college student
perceptions of importance and satisfaction. The percentage of students rating each item as
either “important” or “very important” is identified immediately after each item followed
by the percentage of students who indicated that they were satisfied or very satisfied:


The quality of instruction I receive in most of my classes is excellent—88%, 63%;



I am able to experience intellectual growth here—86%, 70%; and



The quality of instruction in the vocational/technical programs is excellent—78%,
58%.
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Noel- Levitz rated the qualities underlying the first two items as institutional strengths
but did not rate the third item as either a strength or a challenge.
Student characteristics and perceptions of teaching and learning. In the area
of pedagogy, two studies reported gender-based difference in students’ perceptions of
important instructor’s skills. Female students ranked their online instructors’ intellectual
skills as highly important while male students ranked their instructors’ managerial skills
as highly important (Abdulla, 2004; Fredrickson et al. 2000).
Findings on the impact of age and gender on student perceptions of satisfaction
with their online education have been mixed. Frederickson et al. (2000) found, in their
study of student satisfaction and perceived learning in online courses, that age was a
significant factor in online learning. Their youngest students (16-26 years) perceived the
least learning and satisfaction, while the oldest students (36-45) perceived the most
learning and satisfaction. Neither, Kim and Moore (2005) nor Walker and Kelly (2007)
found a statistically significant relationship between ratings of satisfaction with online
learning and age or gender of the students in their studies. Likewise Sahin (2008) found
mixed and contradictory results when investigating the relationships among student
demographics and their learning styles, and their perceptions of satisfaction with online
courses.
However, Shen et al. (2013) found that gender was a significant predictor of all
the self-efficacy beliefs except self-efficacy to interact socially with classmates. These
investigators interpreted their results as demonstrating that “female students were likely
to have higher online learning self-efficacy than male students, implying that female
students may be more active, seek more help, or function better than male students”
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(p. 16). Further, these researchers reported that their results were consistent with those of
the Gebara’s study (as cited in Shen et al.), which demonstrated that female students
perceived higher levels of online self-efficacy than did male students.
In a 2001 study of 157 female and 38 male “adult” community college distance
education students, Sullivan asked two open-ended questions about the ease or difficulty
of learning, achieving goals, and participating in an online class compared to a traditional
one. His numerical data were not analyzed statistically but were reported as percentage of
respondents or percentages of comments on a topic. For both genders positive comments
about the learning environment outnumbered negative ones about two to one. The
comments offered about teaching were about 50% negative for both groups but led
Sullivan to conclude that “it seems clear that it is possible to create an online learning
environment to which both men and women will respond favorably” (p. 817). From his
subjects’ demographic data, this investigator also concluded:
It seems clear that online courses benefit a wide variety of students, but perhaps
none more dramatically than nontraditional female students. Since this
demographic is a primary one for community colleges, these data suggest that
offering a variety of online and distance learning options supports women and
families. These data clearly suggest that the more options and flexibility we
provide our community college students—and especially our adult female
learners—the more successfully we honor the community college mission (p.
817).
In summary, this subsection has presented student perceptions of their online
education experiences relative to 1) learner-content, learner-instructor, and learnerlearner interactions; 2) the CoI elements of cognitive, social, and teaching presence;
3) self-regulation; and 4) self-efficacy. Although researchers have studied these
phenomena as separate entities within different theoretical frameworks, these elements
are all essentially inter-related and overlapping components within the cognitive and
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social dynamics of teaching and learning. This observation will be detailed later in this
document in the “Discussion” section of Chapter III, as will the following finding.
It is abundantly clear from the review of literature in this subsection (Capra, 2014;
Lei and Gupta, 2010; Mlot, 2012; Rourke & Kanuka, 2009) that neither students nor
researchers perceived that the application of the CoI achieved its intended purpose. That
is, based on these reports, students did not, through a shared purpose of achieving a
meaningful learning outcome, experience the interaction of cognitive, social, and
instructional elements in the mutual realization of their learning goals. This finding will
be discussed in Chapter III, as will the implications of student demographic
characteristics for online education.
Assessment and Evaluation in Online Education
Online education allows students more freedom to participate in the learning
process and to interact with their classmates (Kuo et al., 2014; Morris, 2011). Therefore,
their ability to regulate and monitor their own learning progress is critical. Learners who
cannot self-monitor and then adjust their learning process accordingly and efficiently
may experience dissatisfaction that leads to less engagement during online courses (Sun
& Rueda, 2012).
However, the literature on assessment and evaluation in online higher education
addressed, almost exclusively, the determination of the quality of student performance
and knowledge by others, mainly instructors, not self-evaluation by students or even their
peers. For example, Lei (2008) studied the assessment techniques of instructors in two
community colleges. But, the focus in that study was the comparative analyses of the use
of procedures to assess attendance/participation and performance on quizzes, laboratory
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activities, cooperative learning assignments, research reports and projects, learning
journals, quizzes and exams by instructors with different appointments (i.e., adjunct vs
full time) and credentials (i.e., doctorate vs. non-doctorate). This was not a studentperception-based study.
Three studies that did focus on student satisfaction and were based on the
statistical analyses of student perception data included Ross, Batzer, and Bennington
(2002), Kane, (2004), and Aman (2009). All of these investigators found that assessment
was a significant factor contributing to overall student satisfaction with their online
learning. Using a scale of 1 (strongly disagree) through 5 (strongly agree), Aman’s
subject data yielded a mean of 4.08 (SD = 0.71) indicating that on the average students
“agreed” that they were satisfied with the assessment they received in their online
courses.
Community college student perceptions regarding assessment and evaluation
in online education. In their qualitative study of 138 first-year community college
students’ expectations of their online e-learning program, Kılıç-Çakmak et al. (2009)
termed one category of student expectations Assessment and evaluation. The researchers
identified their single subcategory of coded data as Assessment and evaluation of elearners’ achievements.
The students in this study tended to prefer face-to-face, multiple choice mid-term
and final tests rather than subjective measures, essays, research papers and final projects,
even acknowledging that they expected easy tests in their online courses. Further,
students expressed fears of electrical failures or computer glitches that would preclude
instructor reception of their exams. According to the authors, these perceptions showed a
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lack of student familiarity with the available re-examination process that covered this
type of circumstance. The researchers concluded that this category of preferences and
perceptions showed that this sample of online students demanded high success without a
lot of work revealing that they “are not fully prepared to take responsibility for their
learning in this system” (Kılıç-Çakmak et al., 2009, p. 356).
By contrast, Morris (2011) reported more positive findings. The 25 community
college students in her qualitative study perceived course activities such as formative
assessments and early non-graded peer or instructor review in a positive manner.
Instructional design that include opportunities for such non-graded formative assessment
techniques as review games, self-quizzes, peer review, and early instructor review
contributed to student satisfaction with their online course experience since they
perceived these activities to be beneficial to their learning.
The student perception-based research literature on online education appears to be
devoid of studies in which students generated, identified, and recorded their evaluation of
their online experiences, courses, and programs. What does exist is student responses to
pre-identified variables offered to students to rate on pre-determined scales, usually of a
Likert-type nature.
Technology in Online Education
From her insights about the myths and realities of distance education, Imel (1998)
concluded, “The challenge is to use any technology or medium in ways that enhance and
support learning and that respond to learners’ needs” (“Abstract,” para. 1). Over the next
16 years researchers continued to study the challenges posed by technology-based
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education and to investigate the impact of those challenges on online student performance
and perceptions.
First, this subsection reviews several perception-based studies of student
experiences with the technology of online higher education, in general. Second, it focuses
on technology and student self-efficacy. Third, it addresses student demographic
characteristics and perceptions of self-efficacy for technology. It ends with a review of
literature on student perceptions of technology in their online education at community
colleges.
Technology has been identified, generically, as a significant factor impacting
online student satisfaction (Kane, 2004; Mandernach, 2005). Ortiz-Rodriques, et al.
(2005) found that perceptions of dissatisfaction with online courses were often linked to
technology issues including software and technology support services.
By contrast, Aman (2009) found that, overall, students agreed that they were
satisfied with their online technology. Their ratings had a mean of 4.05 (SD = 0.77) on a
scale ranging from 1 (strongly disagree) through 5 (strongly agree).
However, Lei and Gupta (2010) data included online student perceptions of
1) initial fear or apprehension about online courses and technologies, 2) feelings of
inadequacy relative to the advanced computer skills and understanding of technologies
that they perceived as required, and 3) later challenges when submitting assignments
electronically. The students in this study perceived these obstacles as “costs” associated
with online education.
Online technology and student self-efficacy. Shen et al. (2013) reported that
self-efficacy is believed to be a key component in successful online learning. Based on
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their review of the literature, these investigators concluded that most studies of online
self-efficacy focus on computer applications.
In a correlational study of the psychological processes underlying opposition to
Web-based instruction (WBI), Thompson and Lynch (2003) found for the 257
respondents to their survey that students who perceived themselves to possess weak
Internet self-efficacy were inclined to resist WBI. Further, students with limited access to
sufficient hardware and quality software were relatively unlikely to develop strong
Internet self-efficacy beliefs and, therefore tended to perceive WBI negatively.
Unfortunately, the issues of affordability and limited access to the technology needed for
quality online education have persisted (Austin, 2010; Burr, 2006; Lei and Gupta, 2010).
Artino (2008) found that students with higher self-efficacy for computer-based
learning were more likely to experience learning satisfaction than students with low selfefficacy.
In 2014, Kuo et al. contended that “in contrast to traditional learning
environments, online learning requires learners to be confident in performing Internetrelated actions and be willing and able to self-manage their learning process using
technology” (“Introduction,” para. 2). These investigators suggested that students who
lack confidence in using the Internet may be less engaged in the group learning activities
and may take fewer opportunities to interact with the instructor. Both of these negative
social situations have the potential to engender student dissatisfaction with online
education.
Student demographic characteristics and perceptions of self-efficacy for
technology. In their 2003 study of the psychological processes underlying opposition to
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WBI, Thompson and Lynch found a gender difference for Internet self-efficacy. The
women (M = 26.16, SD = 6.43) who were surveyed were significantly less likely to
express confidence in their ability to organize and execute Internet actions for their online
courses than were the men (M = 28.57, SD = 6.59).
In 2010, DaCosta et al. found statistically different perceptions of computer-user
interface in online education for community college students based on the students' native
language. Native-English-speaking students had significantly higher (i.e., more positive)
perceptions on a five-point scale (M = 4.0, SD = .62) than did non-native-Englishspeaking students (M = 3.4, SD = .88).
Community college student perceptions regarding technology in online
education. In the Stanford-Bowers (2008) study of perceived retention factors, the
community college students identified a user-friendly format as their tenth ranked factor.
The student participants voiced their perceptions that a persistent lack of adequate
technical support to assist them with their technology questions and with problems that
arise in online courses, especially during non-business hours, was the basis for attrition.
The Kılıç-Çakmak et al. (2009) study yielded results on technical support.
Constituting 11.81 % of the coded data, technology problems grouped into the
expectation category of Technical support. Although “a large majority of the students”
reported communicating with relevant institutional units to receive technical support,
student expectations were that faculty would be available by phone and email to solve
their technical issues. These expectations were not met. Kılıç-Çakmak et al. concluded
that the most important challenge for the online community college students that they
studied was the ambiguity of their not knowing what was offered, a reality to which the
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institution, the faculty, and the students contributed, as reported in several subsections of
this section on community college student perceptions of online learning.
Data-based findings have also been reported for community college student
technological self-efficacy. Puzziferro (2008) studied the performance, measured as a
function of final course grade, of 815 community college students enrolled in liberal arts
online courses during a single semester. Relative to student self-efficacy for online
technologies, this investigator found that self-efficacy scores were not correlated with
student performance. However, in a study of 45 community college students, McGhee
(2010) found a significant, moderate, and positive relationship between online
technological self-efficacy and the academic achievement of that sample of students.
Chu and Chu (2010) studied community college student Internet self-efficacy and
determined statistically that such self-sufficiency played a role in student persistence in
online education. Further, the collective efficacy of a group of online students had the
potential to mediate both persistence and perceptions of satisfaction in courses that
facilitated group peer interaction. Meaning, when the collective self-efficacy for the
group was high, satisfaction and persistence among the group members was high, in
courses where the group members were dynamically interactive. By contrast community
college students who were not technologically prepared for an online course could
negatively impact the other students (as well as the instructor) of their course, according
to Levy (2003) and Capra (2011).
Online Student Support Services
“Student support is a support system in place at an institution to help ensure
student success both academically and socially” (Murphey, 2006, “Introduction,”
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para. 2). In online education the following common student services “should be
available” online to meet the needs of students who are geographically separated from the
institution at which they are enrolled: admissions; registration; orientation to online
education; financial aid; counseling; advising, including student readiness for online
learning; special services; testing; bookstore services; library services; student activities;
health assessment; tutoring; mentoring; and student technical support, according to
Murphey. “Accrediting agencies also require colleges to provide equal access to these
types of services to all of their students, whether the learners are located remotely or on
campus” (Lokken & Mullins, 2014, p. 4).
Further, higher education institutions must provide students access to online
support services if they are going to be competitive in the online education market (Dean
Heimberg, 2014). “However, an online student support services plan is an often
overlooked component of an online initiative even though it is a critical factor in the
overall success of an online program” (Dean Heimberg, 2014, p. iii).
Whether there are institutional plans in place or not, what do students perceive to
be the availability and quality of these support services? This subsection provides a
review of available literature on student perceptions regarding online student support
services in higher education, in general, and at community colleges, specifically.
Aslanian and Clinefelter (2013) investigated student perceptions of the
effectiveness of various methods that institutions use to inform students of their online
programs and to recruit them to enroll. Using a five-point scale with 5 being very
effective and 1 being not effective, these researchers investigated the effectiveness of four
categories of information. The national, random sample of 1500 online students
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perceived online media (e.g., advertisements on websites, social media, and listings on
college search sites) as the most effective advertising method, with a 3.5 average. These
students perceived the following three categories to be of approximately equivalent
effectiveness with mean ratings of 3.3 and 3.2: word of mouth (e.g., information from
friends, family members, or employers); print media (e.g., advertisements in newspapers,
magazines, and on billboards); and broadcast media (e.g., advertisements on the radio and
television).
In her 2014 dissertation research, Dean Heimberg conducted a mixed design study
interviewing 22 fully online students by telephone and surveying 206 fully online degree
students with Likert-type questions. Investigating both perceptions of importance and
satisfaction, this researcher focused on five areas: 1) institutional perceptions;
2) academic services; 3) enrollment services; 4) student services; and 5) online
community.
Institutional perceptions related to how students perceived their college or
university regarding its reputation and tuition being a worthwhile investment. Academic
services referred to offerings such as advising, technical services and tutoring services.
Enrollment services included financial aid, registration, and payment procedures. Student
services included additional student programs and services such as responses to student
requests, online career services, and bookstore services. Online community referred to
online peer support groups, online student book clubs, film clubs, and other social
networking opportunities.
In this study Dean Heimberg (2014) reported the percentage of the respondents
that perceived an area to be of high importance by rating it a on a 7-point Likert-type
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scale as 6 (important) or 7 (very important) while perceiving a level of low satisfaction
by ratings of 1 (not satisfied at all) or 2 (not very satisfied). While 86.6% of the
respondents rated their institutional perceptions to be of high importance only 1%
perceived low satisfaction. Relative to academic services the high importance and low
satisfaction ratings were 77.6% and 2.6%, respectively. The ratings for enrollment
services were 76.3% and 2.0%; for student services 67.6% and 3.4%; and for online
community 42.1% and 5.4%.
These data indicated that, overall, “very small percentages of participants reported
low satisfaction levels with services that were important to them. Therefore, at the time of
this study, the institutions did not have any service areas that were not satisfying to the
majority of the participants” (p. 130).
However, interview participants reported that they would like access to more
online services that were not currently available to them, such as: internship
programs, a writing center, professional tutors with content expertise, career
services (expanded to include territories/regions of online students), and health
services. Findings also indicated that online services could be improved by
integrating more options for live interaction with online support services staff.
Additionally, the results revealed that online degree student satisfaction is highly
dependent on receiving timely responses from online services staff. (Dean
Heimberg, 2014, p. iv)
Community college student perceptions regarding online student support
services. In identifying the students for whom community colleges now need to provide
student support services, Hornak, Akweks, and Jeffs (2010) used such descriptors as the
“millennials” and “iGeneration”; increasingly under age 24; tech-savvy, “wired, always
plugged in and always communicating” (p. 80); proficient with “handheld devices,
podcasts, Internet, e-mail, instant messaging, and social networking” (p. 82); and
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perceiving themselves to be “technologically entitled” (p. 80). Hornak et al. stated that in
response to the students they are now serving
institutions that used to rely on face-to-face interactions, standard mail, campus
announcements, printed media, or automatic phone messaging systems now use
Web sites, e-mail, instant messaging and chat functions, streaming video, social
networking Web sites, and multiple other virtual venues to communicate with
students. (p. 80)
Within these contexts of tech-savvy students and responsive online community
college support services, there is a dearth of online student perception-based research on
the adequacy of and their satisfaction with these services. However, two related studies
are reviewed below.
In an investigation of community college student characteristics relative to student
awareness and use of online support services, Thomas (2005) matched survey results
with online course completion grades for 265 participants at three Illinois community
colleges. Her subjects were categorized by age as traditional (24 years and under) and
nontraditional (25 years and over) and by course completion as completers and noncompleters. Of the total sample of subjects, most were female, white-non-minority, and
non-ESL.
With regard to course completers, Thomas (2005) found that the traditional age
completers 1) had significantly fewer dependents, 2) earned higher GPAs, 3) rated
themselves more confident of mastering the course, and 4) indicated greater satisfaction
with their understanding of the content of their online course than did the non-completers.
Nontraditional age completers 1) were significantly younger, 2) had significantly fewer
dependents in the household, 3) were less likely to have dependents, 4) were enrolled in
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more credit hours, and 4) indicated they were more confident of mastering the class than
non-completers.
Relative to non-completers, the results showed that the traditional age noncompleters reported 1) lack of time, 2) conflicts among responsibilities, 3) scheduling
conflicts, and 4) health issues as barriers significantly more often than did completers.
The nontraditional non-completers reported health issues as a significantly greater barrier
than did completers.
All of the age and completer subject groups perceived institutional and online
course delivery issues as not a barrier or as a slight barrier. The completer groups,
regardless of age, also rated lack of motivation as not a barrier or as a slight barrier.
With regard to awareness and use of student support services, all respondents
reported being aware of most services but also indicated that they had used only half of
them. All groups identified the course syllabus and the college catalog as the most used
and most useful sources of information about online courses. More non-completers in the
total subject sample, regardless of age, used a variety of services.
Regarding support services for getting started in online education, DaCosta et al.
(2010) found statistically different perceptions for community college students based on
the students’ native language. Native-English-speaking students had significantly higher
(i.e., more favorable) perceptions of the effectiveness of these services (M = 4.0, SD =
.62) than non-native-English-speaking students (M = 3.4, SD = .88).
In summary, the literature on online education identifies and briefly describes
each of many support services available to online education students enrolled at all levels
of undergraduate institutions. Studies that examined student perceptions regarding these
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services in higher education, in general, are available as sampled above. However,
research on the perceptions of the tech-savvy millennials has not kept up with the
changing landscape of online community college education or the students who inhabit it.
Further, subgroups—those with minority representation in online education, for example
the rural students who experience the digital divide—were not even acknowledged earlier
in this subsection because of an absence of literature to be reviewed. The need for further
inquiry in this area of online community college higher education will be addressed again
in the next chapter of this research report.
Best Practices for Online Education
The fourth and final secondary question posed in this study was “What
instructional practices do community college students perceive as necessary for their
satisfaction, learning, and success?” On the web sites of both institutions of higher
education and commercial education consulting firms, there is an abundance of very
specific practices, suggestions, advice, and tips that can be used to address the concerns
of community college students (e.g., Boettcher, 2013; Boettcher & Conrad, 2013
CCCSE, 2012; Hanover Research Council, 2009; Ragan, n.d.; Ragan & Terheggen,
2003).
Although useful for application purposes, such tips as the following do not answer
the research question because they were not directly perceived and identified as best
practices by either online education students, in general, or community college students,
specifically. Therefore, such literature will not be reviewed further beyond this brief
acknowledgement of its existence:
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Create a “Course Wrap” forum and ask students to share their favorite reading,
activity, or resource from the course and to share what made it so for them
individually (eCoaching Tip 99: Three Quick and Easy Ideas for Wrapping Up
Summer Courses, Boettcher & Conrad, 2013).



Review and comment in discussion forums daily….We recommend that you
check in twice a day, perhaps for just 30 minutes at a time (School of Professional
Studies, n.d.)



Post final course grades to eLion within two business days of the course end date
and/or receipt of the final assignment/exam, in accordance with University policy
(Dutton Institute, 2013).
Further, the data-based academic research on student perceptions of their online

higher education almost always provides investigator interpretations of their findings as
“implications” for practice. Capra (2014) lamented that this “literature about online
pedagogy is focused on best practices rather than actual teaching methods… [and] such
practices are adequate for providing an efficient distance education course but not for
encouraging outstanding online teaching” (p. 117). She referred to such best practices as
the following:


Ritter and Lemke’s (2000) conclusion that these seven principles promote quality
online education: 1) encourage student-faculty contact, 2) encourage cooperation
among students, 3) encourage active learning, 4) give prompt feedback,
5) emphasize time on-task, 6) communicate high expectations, and 7) respect
diversity.
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Ragan and Terheggan’s, (2003, p. 25) statement that “assessment strategies are
integral to the learning experience” and both formative and summative course
evaluation with information from course completers and non-completers should
be collected by instructors; and



From Keengwe and Kidd’s (2010) summation that critical components of online
teaching are for faculty to provide ongoing and meaningful communication while
fulfilling their responsibility to create a strong learning community among class
members.
Again, implications for practice, such as the examples just cited, do not answer

the fourth secondary research question. The studies of self-reported student perceptions
of best practices in online education are nearly non-existent. The Noel-Levitz (2011,
2014) studies did establish student levels of satisfaction and estimates of importance for
practices pre-identified for them in items like the following:


Instructional materials are appropriate for program content.



Student assignments are clearly defined in syllabus.



Faculty are responsive to student needs.



Faculty provide timely feedback about student progress.



Assessment and evaluation procedures are clear and reasonable.



Program requirements are clear and reasonable.



I am aware of whom to contact for questions about programs and services.



This institution responds quickly when I request information.



Registration for online courses is convenient.
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But again, these were not instructional practices perceived and identified by online higher
education students as necessary for their satisfaction, learning, retention, or success.
In summary, the literature on student perceptions of online education at
community colleges, or at other post-secondary institutions, does not, at this time,
provide answers to the fourth secondary question posed in this study.
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CHAPTER III
RESULTS, CONCLUSIONS, AND RECOMMENDATIONS
Although the students are central in the enterprise of education at community
colleges (Ostrum, Bitner, & Burkhard, 2011), there has not been a thorough depiction of
online higher education from the point of view of these key stakeholders. Therefore, the
purpose of this study was to provide a comprehensive review of the literature on student
perceptions of online education at community colleges.
This chapter formulates, summarizes, analyzes, and interprets the results of this
study and is organized in the following manner. In the first section on results and
discussion, this chapter reports, analyzes, interprets, and discusses each of six literaturebased findings. Further, this section answers the research questions posed in this
dissertation. The second section provides the conclusions for this study. In the third
section two types of recommendations are provided: a student perception-based
recommendation for online education at community colleges and suggestions for further
research. The final section identifies the limitations of this study.
Results and Discussion
The “facts” extracted from the literature reviewed in Chapter II consisted,
essentially, of reduced data (Miles & Huberman, 1994). An analysis of those data yielded
categories identified in this chapter as elements, contexts, outcomes, and products. One
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result of this study was the finding that these categories are interrelated in accordance
with a recurring theme depicted, in an abstract form, in Figure 1.

Figure 1. Element #1 (EL #1) and Element #2 (EL #2) interacted within a context (Con)
producing an outcome (Out) and a product (Prod).
Figure 1 illustrates the interaction of two elements within a facilitating context.
The interaction of the elements within the context yields an outcome, or potential
outcome and, for some interactions, also a product. Whether there is an actual outcome or
only the potential for the outcome, is dependent on the quality of the interaction of the
elements within the context.
This theme emerged five times within the literature reviewed in this study. Each
occurrence of the theme constituted a finding. The first two findings (designated as
Finding #1 and Finding #2) were foundational to (i.e., pre-requisites of) the next three
findings (designated as Finding #3, Finding #4, and Finding #5). The outcome of
Finding #3 and the products of Findings #4 and #5 were all student perceptions of online
education at community colleges.
Each of the following five findings is presented with a discussion of the data from
which it emerged. The analysis and interpretation of these five findings yields answers to
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the primary research question and the first three secondary research questions. Further,
these interpretations are the bases for the conclusions offered later in this chapter.
A sixth finding also emerged from the data, actually from a lack of data. The sixth
finding is not theme-based since there were no data to serve as input elements to an
interaction within a context. However, the sixth finding answers the fourth and final
secondary research question.
First Finding
The first finding emerged from the brief histories of distance education, online
education, and the Internet reviewed in Chapter II. It was with regard to the relationships
among distance education, the Internet, community colleges, and online education that
the first finding of this study was formulated. This finding is depicted in Figure 2.

Figure 2. Distance education (DE) and the Internet (Int) interacted within the context of a
community college (CC) producing an outcome of online education infrastructure (OEI).
Finding #1. The input elements of pre-1990s distance education and
Internet technology interacted within the context of a community
college resulting in online education infrastructure.
Distance Education. Today’s online higher education is rooted in the histories of
distance education and the Internet. From its beginnings as correspondence study during
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the final 75 years of the nineteenth century (Schlosser and Simonson, 2010), distance
education progressed into training courses delivered to often remote, off-campus
locations. The methods of delivering pre-Internet distance higher education included the
postal service, traveling instructors, or audio and video technologies including
instructional radio as well as cable and satellite television (Bebawi, n.d.; Imel, 1998).
The Internet. Through the government-funded joint efforts of several university
and government laboratories, the Internet was developed in the mid-1990s (Leiner et al.,
2014). Soon thereafter, distance education and the new technology became intertwined in
the delivery of online education. The rapid growth of online education began as business
and education pursued their missions using the new method of delivering instruction
(Leiner et al., 2014). Online distance education became “the fastest-growing mode of
formal and informal teaching, training, and learning” (Anderson as cited in Veletsianos,
2010, p. i).
Once online education became a functional delivery mode, it expanded
continually and substantially at most types of institutions of higher education (Schlosser
& Simonson, 2010). Community colleges were, and still are, the leaders in the percentage
of their courses and students involved in online education (Allen & Seaman, 2007; Allen
& Seaman, 2013; Instructional Technology Council [ITC], 2013).
Community Colleges. Just as online education was an outgrowth of early
distance education so were community colleges a derivative of the two-year junior
colleges of the first sixty years of the twentieth century (American Association of
Community Colleges [AACC], 2014b; Cohen & Brawer, 2003). Renamed in the 1960s as
community colleges, these institutions undertook new and comprehensive missions,
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developed diverse course and program offerings, and adopted open access policies
(AACC, 2014d; Radford, 2011; Rosenfeld, 2005). As a result, community colleges
attracted a diverse student population whose characteristics and demographics are
discussed in the next subsection.
Online education infrastructure. As depicted in Figure 2, the outcome of the
interaction of distance education and Internet technology at community colleges was
infrastructure consisting of 1) curricula—training, courses, and programs; 2) faculty and
staff to deliver those curricula; 3) the technology to deliver the curricula online; and
4) student support services. This interaction and its outcome of infrastructure have
continued to exist (Allen & Seaman, 2011; 2014a, b). This interaction, along with the one
formulated below as the second finding, generated two outcomes that became the input
elements to the third interaction (i.e., Finding #3), which was the progenitor of the
community college student perceptions of their online education reported in this study.
Second Finding
Two of the bodies of literature reviewed in this document provided characteristics
of 1) community college students enrolled in online education and 2) community college
online education infrastructure. As these two seemingly disparate bodies of data were
being independently analyzed and synthesized, an interactional, thematic relationship
became apparent. When comingled within the context of a community college, and more
specifically, a facilitating characteristic of that context—open access—the outcome was
learning opportunities for students. This finding is depicted in Figure 3.
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Figure 3. Student attributes (SA) and online education infrastructure (OEI) interacted
within the context of community college open access (CCA) producing learning
opportunities (LO).
Finding #2. The input elements of student attributes and online
education infrastructure interacted within the context of open
access—an attribute of community colleges—resulting in learning
opportunities for students.
Student attributes. The following discussion of Finding #3 relative to the input
element of student attributes summarizes data on online community college student
characteristics, needs, and goals. These data summaries answer two of the secondary
research questions posed in this study.
Secondary Research Question 1. What are the characteristics and demographics
of students enrolled in online courses at community colleges in the U.S.?
Secondary Research Question 2. What are the needs and goals of students
enrolled in online courses at community colleges in the U.S.?
Student characteristics. The review of literature in Chapter II supports the
following generalizations. The majority of online community college students are
1) female (Allen & Seaman, 2013; Noel-Levitz, 2014); 2) white/Caucasians (Allen &
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Seaman, 2013; Center for Community College Student Engagement [CCCSE], 2009,
2012); 3) older than the traditional age of 18–22 years (Allen & Seaman, 2013; CCCSE,
2012); lower in socioeconomic status (Allen & Seaman, 2013; CCCSE, 2012); more
often married with dependents (Aslanian & Clinefelter, 2013; CCCSE, 2012); more often
employed (Allen & Seaman, 2013; Mlot, 2012; ); less often prepared for higher education
than their traditional education peers; and academically at risk and in need of
developmental coursework (Capra, 2011; CCCSE, 2012; Schuetz & Barr, 2009).
However, these working professionals, military members (AACC, 2014a), stay-at-home
parents, and other people occupied with life priorities that cannot be abandoned or put on
hold while education is being pursued (Bacow, Bowen, Guthrie, Lack, & Long, 2012),
are joined by racial and ethnic minorities and immigrants. Further, these community
college students are predominantly from in-state and live within 100 miles of the closest
campus or service center of the institution in which they enrolled (Aslanian & Clinefelter,
2013; Ginder & Sterns, 2014).
In summary, these are the characteristics of the student groups that community
colleges continue to serve (Aslanian & Clinefelter, 2013; Bragg, 2011). These
characteristics, along with the many numerical data (i.e., student demographics) reported
in Chapter II, answer Secondary Research Question 1.
Needs, expectations, and preferences. Numerous studies have demonstrated that
community college students choose online education with the expectation that it will
meet their needs and goals (e.g., Allen & Seamen, 2008, 2011, 2013; Aslanian &
Clinefelter, 2013; Conklin, 2008; Horn & Nevill, 2006; Noel-Levitz, 2011, 2014). These
researchers have reported the following student-identified reasons—needs, expectations,
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or preferences—for their enrollment in online courses and programs. However, as shown
by the numerical data reported in detail in Chapter II, there is certainly not unanimous
agreement among students regarding these most commonly identified reasons. First, the
characteristic most frequently identified by online students was convenience expressed as
1) the anywhere, anytime 24/7 access to course material and resources; 2) the flexibility
to balance and schedule study around work, family, and social obligations; and 3) the
ability to self-pace study. Second, students reported that online education met economic
(i.e., time and money) needs including 1) lower tuition, 2) the availability of financial
assistance, 3) lower or no travel costs, and 4) flexible pacing for faster time- and moneysaving program completion. Third, the online course and/or program availability or
requirements met their need: 1) the online course was easier than an on-campus course,
2) the same course or program on campus was full, and 3) the course or program could be
taken at an institution beyond the student’s home region. Other less frequently cited
reasons for online education enrollment included: 1) recommendations from an advisor,
employer, or friend; 2) good previous personal experience; and 3) curiosity.
Goals. The student enrollment goals reported in the literature review were
analyzed and grouped into the following categories. First, students identified careeroriented goals as 1) develop future employment opportunities, 2) update job-related
skills, 3) advance in current career, and 4) change career. A second category of goals
involved acquiring a documentation of completed education—a general equivalency
diploma (GED), a certificate, a credential, a license, or an associate’s degree. A third goal
consisted of acquiring academic credits for transferring to a four-year college or
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university. A fourth category was personal reasons including self-improvement, personal
enjoyment, and personal interest.
In summary, these needs and goals constitute the answer to Secondary Research
Question 2. Further, the review of literature showed that along with the student
characteristics identified above, these needs and goals constitute an input element—
student attributes—that interacted with online education infrastructure within the context
of the open access attribute of community colleges to produce learning opportunities for
students, as stated in Finding #2 of this study.
Online education infrastructure. The literature on online education identified
key infrastructure that contributes to student learning opportunities in the online
education of community colleges. That infrastructure includes Internet technology,
curriculum, personnel, and services (e.g., Austin, 2010; CCCSE, 2012; Dean Heimberg,
2014; Leist, 2010; Lokken & Mullins, 2014; Mitchell, 2009).
Internet technology. The application of Internet technology provides the technical
delivery system for online learning opportunities. For the online opportunities to exist
they must be conveyed by technology that is accessible and user-friendly to students
(Bates, 2012; Burr, 2006; Cedja, 2007; Dean Heimberg, 2014; Inouye, 2012; StanfordBowers, 2008).
Curricula. Not commonly available at other institutions of higher education,
some of the online curricula at community colleges provide unique learning opportunities
(Austin, 2010, Garcia, 2014; Mitchell, 2019) that, when successfully implemented,
culminate in a GED, a certificate, a credential, a license, or an associate’s degree—
student-identified goals reviewed above. Further, this curricular infrastructure consisting
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of developmental, technical, and vocational education courses, programs, and stackable
programs have potential to provide students with the necessary skills and related
knowledge to qualify for skilled, technical, and semiprofessional positions in business,
industry, and the allied health fields (Austin, 2010; CCCSE, 2012; Garcia, 2014; Mlot,
2012).
Personnel. A third type of community college infrastructure that must be in place
to render online learning opportunities possible is personnel. Administrators, faculty, and
institutional support staff are, obviously, the implementation “mechanism” by which the
remaining infrastructure—online technology, curriculum, and services—is activated in an
interaction that produces learning opportunities.
Services. Educational researchers cited in Chapter II identified, studied, and
reported on student support services. Those practitioners categorized the services as
admissions, orientation, financial aid, counseling, academic advising, special services,
testing, bookstore services, library services, student activities, health assessment, social
services, tutoring, mentoring, and technical support (e.g., Austin, 2010; Levy, 2003;
Lokken, 2013; Mitchell, 2009; Murphey, 2006).
Opportunities to learn may exist in online education even in the complete absence
of student support services. However, that is highly unlikely. The research shows that in
the absence of student support services learning opportunities would not be converted
into actual learning due to student frustration, perceptions of poor quality education, and
their resultant attrition. Investigators have found that both rural (Austin, 2010; Murphey,
2006; Torres & Viterito, 2008) and urban (Levy, 2003; Mitchell, 2009) students need an
array of services if they are going to succeed in accessing and persisting in an online
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environment (Aslanian & Clinefelter, 2013; Dean Heimberg, 2014; Hornak, Akweks, &
Jeffs, 2010; Lokken & Mullins, 2014).
Attribute of community colleges. The attribute of community colleges that
contributes a context so that the interaction of student attributes (i.e., characteristics,
needs, and goals) and online education infrastructure (i.e., Internet technology,
curriculum, personnel, and services) can occur is open access. “Because the majority of
community colleges maintain an open admissions policy, they serve as the primary mode
of access to higher education for underserved groups…” (Gross & Kleinman, 2013, p. 3)
including those “that other sectors of education could not or would not [serve]”
(Rosenfeld, 2005, p. 1). Therefore, open access makes it possible for students with their
varied characteristics, needs, and goals to avail themselves of an educational
infrastructure that can provide them with online learning opportunities.
Learning opportunities. The interaction reported in Finding #2 produces
learning opportunities, not necessarily learning. Learning opportunities are occasions or
situations when new knowledge or skills could be, but not necessarily are, gained by
studying, practicing, being taught, or experiencing something (Merriam-Webster, n. d.,
“Learning”). The literature shows that these opportunities become actual learning only
when prepared, goal-oriented, self-efficacious, self-regulated students are engaged in
effective interactions with curricular content, instructors, and other students (e.g., Chu &
Chu, 2010; Ergul, 2014; Kuo, Walker, Belland, & Schroder, 2013; Kuo, Walker,
Schroder, & Belland, 2014; Puzziferro, 2008; Shen, Cho, Tsai, & Marra, 2013). These
teaching-learning interactions will be discussed in detail relative to literature-based
Findings #4 and #5.
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Third Finding
Learning opportunities occurring within instructional contexts that are “social,
immersive, engaging, and participatory… [and that are] enhanced through the emerging
technologies that we have available at our disposal…[can result] in powerful learning
experiences,” Veletsianos (2010, p. 317). Such successful online learning experiences
evoke positive perceptions of quality among community college students (DaCosta,
Kinsell, Seok, & Tung, 2010). By contrast, learning opportunities that are not
successfully “social, immersive, engaging, and participatory,” regardless of the quality of
the technology infrastructure, are not likely to result in positive student perceptions (see
Capra, 2011, 2014; Kılıç-Çakmak, Karataş, & Ocak, 2009). The relationships and
interactions among the elements of online education identified in these statements
support the third finding in this study. This finding is depicted in Figure 4.
Finding #3 reports a generic interaction that recurred throughout the literature. It
explains the origination of the community college student perceptions.

Figure 4. Online education infrastructure (OEI) and learning opportunities (LO)
interacted within a context of community college instruction (CCI) resulting in student
perceptions of their online education at the community college (SPOE).
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Finding #3. The input elements of online education infrastructure and
learning opportunities interacted within a context of community
college instruction resulting in student perceptions regarding their
online education at community colleges.
Online education infrastructure. This element consisted of the Internet
technology, curriculum, personnel, and student support services in online community
college education. A description of this infrastructure was detailed above. That discussion
will not be repeated here. However, when interacting with learning opportunities within
an instructional context, the quality of these infrastructures generated some of the
literature-based student perceptions reported extensively in Chapter II.
Learning opportunities. Likewise, learning opportunities were defined and
discussed relative to Finding #2 and require no further elaboration here.
Community college instruction. The concept of instruction must be interrupted
very broadly in this finding as it refers to any, and collectively all, of the stimuli that
elicited the student perceptions reported in Chapter II. For example, in the literature
instruction sometimes referred to 1) written communication, transmittal of course
documents, course content, and assignments (e.g., Bradford, 2010; Kelly, 2009; Kuo et
al., 2014); 2) student interactions with content, instructors, peers, and technology (e.g.,
Kuo et al., 2013, 2014; Strachota, 2003; Wyatt, 2005); 3) cognitive, social, and teaching
presence (e.g., Capra, 2011, 2014; Garrison, Cleveland-Innes, & Fung, 2010; Morris,
2011); 4) psychological processes (e.g., Chu & Chu, 2010; Puzziferro, 2008; Thompson
& Lynch, 2003); and 5) student assessment (e.g., Lei, 2008; Seok, 2007; Sun & Rueda,
2012); but also to 6) the user-friendliness and interaction value of technology applications
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and formats (e.g., Kılıç-Çakmak et al., 2009; Stanford-Bowers, 2008; Tarantino,
McDonough, & Hua, 2013; Wingard, 2004); and 7) the availability and quality of support
services (Aslanian & Clinefelter, 2013; DaCosta, 2010; Dean Heimberg, 2014).
The formation of student perceptions. In summary, the literature reviewed in
Chapter II supports this finding that through the availability and interaction of online
education infrastructure and learning opportunities, within the context of instruction,
community college students formed the reported perceptions. Those perceptions—the
answers to the research question and to the third secondary research question in this
study—will be summarized relative to Findings #4 and #5.
Fourth Finding
The fourth and fifth findings of this study synthesize online interactional
relationships with potential to engender student learning and associated student
perceptions regarding their online higher education. This fourth finding brought together
the three elements of the Moore (1996) interactional framework: content, instructor, and
students. This finding is depicted in Figure 5.

Figure 5. The input elements of course content (C), instructor (I), and students (S)
interacted within a context of online education (OE) with an outcome of potential
learning (PL) about which students formed perceptions regarding online education at the
community college (SPOE).
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Finding #4. The input elements of course content, instructor, and
students interacted within a context of online education with an
outcome of potential learning about which students formed
perceptions regarding online education at their community colleges.
Input elements and context in Finding #4. The nature, definitions, and
examples of the input elements—learner-content, learner-instructor, and learner-learner
interactions (Moore, 1989; Moore & Kearsley, 1996)—were thoroughly reviewed in
Chapter II. Further, Kuo et al., (2014) discussed their frequent application as a theoretical
framework in studies of higher education student perceptions of their online education.
Likewise, online education was reviewed extensively in Chapter II from
definitional, historical, developmental, expansion, quality, technological, programmatic,
and service perspectives that require no further amplification here. However, an
explanation and discussion of the core interaction, the outcome and products identified in
Finding #4 are needed here.
Potential learning outcome. When the elements of learner-content, learnerinstructor, and learner-learner interactions exist within an instructional online education
context, there is the potential for an outcome of student learning. Like learning
opportunities, potential learning only becomes actual learning when prepared, goaloriented, self-efficacious, self-regulated students are engaged in effective interactions
with curricular content, instructors, and other students (e.g., Chu & Chu, 2010; Ergul,
2014; Kuo et al., 2013, 2014; Puzziferro, 2008; Shen, Cho, Tsai, & Marra, 2013).
The formation of student perceptions. Regardless of whether the intended
learning outcome (i.e., learning goals) has been achieved or not, the quality of 1) the
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input learner interactions, 2) the online education context, and 3) the level of goal
achievement generates student impressions, insights, and views that constitute student
perceptions (Dobbs, Wade, & del Carmen, 2009; Proffitt, 2006; Witt, 2011).
Student perceptions of online education. Previous research has revealed both
positive and negative perceptions among students regarding online education (Dobbs et
al., 2009). However, as concluded in Chapter II, overall, the literature provides generally
positive perceptions including satisfaction with online higher education. Further, the
findings were similar both for online undergraduate students, in general (Aman, 2009;
Evans, 2009; Hannay & Newvine, 2006; Leonard & Guha, 2001; Noel-Levitz, 2011), and
for students enrolled in community college online education (Da Costa et al., 2010; NoelLevitz 2014; Seaberry, 2008).
Content interactions. This fourth finding encapsulated student perceptions of
their interactions with content, the instructor, and other students. The research findings
for higher education students, in general, are relatively more plentiful than the meager
findings reported for community college students. This generalization was true for
student perceptions regarding content, instructor, and student interactions.
The literature on student perceptions of satisfaction with online higher education
(e.g., Aman, 2009; Bradford, 2010; Mandernach, 2005; Nakos, Deis, & Jourdan, 2002;
Noel-Levitz, 2011; Ortiz-Rodriques et al., 2005) indicates that online students, in general,
value a well-designed course with an organized plan—a syllabus—for mastering the
content that is directly relevant to the academic subject of the online course and that is
clearly communicated. This same body of literature shows that student satisfaction is
related to the availability of relevant, succinctly-presented media including course
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materials and resource materials such as study guides, additional reading material, and
online resources with direct relevance to the academic subject. Further, the perception
data show that students value clearly defined, scheduled, and communicated assignments
and assessments.
Like their peers in online higher education in other institutional settings,
community college students want “clearly-stated requirements,” and they value and take
action based on their perceptions regarding those requirements (Stanford-Bowers, 2008).
Other research on community college student perceptions of satisfaction with online
course content (DaCosta, 2010; Kılıç-Çakmak et al., 2009; Noel-Levitz, 2014) supports
the Kuo et al. (2014) conclusion that learner-content interaction is an active determinant
of online learning student perceptions about their online educational experiences. The
current review of literature shows that this generalization applies to undergraduate
students and community college students, alike.
Instructor interactions. Learner-instructor interactions consist of two-way
communication (Moore & Kearsley, 1996). This interaction takes forms, such as
guidance, support, evaluation, and encouragement (Mason & Weller, 2000; Moore, 1989)
offered by an instructor taking the roles of a facilitator and coach (Johanson, 1996).
The literature reviewed in Chapter II revealed that this input element is a critical
indicator of student satisfaction (e.g., Strachota, 2003; Kuo et al., 2013, 2014; Wyatt,
2005). When ineffective, learner-instructor interactions are a potential cause of reduced
student engagement and feelings of abandonment in online courses (Berge, 1997; Kuo, et
al., 2014). Further, the research shows that student expectations, motivation, engagement,
and satisfaction are based on their perceptions of 1) a personal relationship with the
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instructor (Kelsy & D’sousa, 2004); 2) that is sustained through instructor online
availability, (Berge, 1997) engagement, and communication (Conceicao, 2006;
Conceicao, Strachota, & Schmidt, 2007; Easton, 2003); and 3) that provides content
clarification, student feedback, and minimization of the impact of distance (Moore &
Kearsley, 1996). Other results revealed student valuing of their online education when
they perceived instructor facilitation through effective instructor interpersonal skills
(Abdulla, 2004) applied with timeliness, organization, flexibility, and high expectations
(Bailey, 2008; Bouras, 2009; Labarbera, 2013; Ortiz-Rodriques, et al., 2005).
Overall, the literature confirms the value of successful learner-instructor
interactions within the context of online education as good predictors of the student
outcomes of motivation, satisfaction, and learning, which produce student perceptions
about their online higher education, as an entity (Chang & Smith, 2008; Dennen, Darabi,
& Smith, 2007; Kuo et al., 2013, 2014; Noel-Levitz, 2011). This finding was also verified
for community college students (Kılıç-Çakmak et al., 2009; Noel-Levitz, 2014; Palloff &
Pratt, as cited in Stanford-Bowers, 2008; Stanford-Bowers, 2008).
Learner interactions. These interactions, the third input element in finding #4,
involved two-way communication between and among learners (Moore, 1989; Moore &
Kearsley, 1996). Consisting primarily of online communication, this type of interaction
occurred via email, blogs, and discussion boards frequently addressing aspects of group
projects or instructor-posted topics for group discussion (Kelsey & D’sousa, 2004).
Although the literature yields inconsistent findings regarding student perceptions
of the value of learner-learner interactions, that same body of literature confirms
Finding #4 in this study. Whereas some researchers contended that student interest,
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online communication, motivation, learning, and satisfaction can be enhanced through
peer interaction (Carnevale, 2000; Evans, 2009; Moore, 1989; Navarro & Shoemaker,
2000; Pelz, 2004; Salmon, 2000; Sampson, Austin, Leonard, Ballenger, & Coleman,
2010; Strachota, 2003; Swan, 2003a; Veletsianos, 2010), other investigators concluded
that student-student interaction was not considered critical to online communication,
participation, engagement, motivation, learning, and satisfaction (Aman, 2009; Baglione
& Nastanski, 2007; Biner, Welsh, Barone, Summers, & Dean, 1997; Kelsey & D’sousa,
2008). The limited study of the perceptions of community college students relative to
their online interactions with peers showed that these students valued these educational
interactions for the promotion of their engagement and learning (Capra, 2011; 2014; Lei
& Gupta, 2010; Morris, 2011).
Regardless of whether the student perceptions of their online interactions with
peers within the context of online education were positive or negative, those perceptions
existed. These research-verified perceptions about learner-learner interactions in online
education constituted outcomes that lead to overall perceptions of the value of their
online education (Aslanian & Clinefelter, 2013; CCCSE, 2009; Instructional Technology
Council, 2013; Noel-Levitz, 2011, 2014; Smith Jaggars & Bailey, 2010). Therefore, the
soundness of Finding #4 was confirmed.
Fifth Finding
One of the unique features of online education is its capacity to support
interactive group processes (Jain, 2011; Kuo et al., 2013, 2014; Veletsianos, 2010).
Limited interaction may decrease student satisfaction and affect student performance and
persistence in online courses (Chang & Smith, 2008; Noel-Levitz, 2011). Finding #5
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addresses one of those unique group interactions cognitive, social, and teaching presence
interacting within a community of learners (CoI). This finding is depicted in Figure 6.
Finding #5. The input elements of cognitive presence, social presence,
and teaching presence interacted within the context of a CoI with an
outcome of potential learning about which students formed
perceptions regarding online education at a community college.

Figure 6. Cognitive presence (CP), social presence (SP), and teaching presence (TP)
interacted within the context of a community of inquiry (CoI) with an outcome of
potential learning (PL) about which students formed perceptions regarding online
education at a community college (SPOE).
Elements of a CoI. The theoretical Web-based learning model—a Community of
Inquiry—assumes that the interaction of cognitive presence, social presence, and teaching
presence within a group with a common learning goal will result in learning (Garrison,
Anderson, & Archer, 2000; Swan, Garrison, & Richardson, 2009). Although all three
elements are essential to the interaction and desired educational outcome, some scholars
ascribe a key role to teaching presence which influences student perceptions of social
presence and cognitive presence (DaCosta, 2010; Garrison et al., 2010) and of the
effectiveness of their entire computer-mediated online educational experience (Capra,
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2014). Teaching presence is established by attending to cognitive and social presence
challenges in a collaborative CoI (Swan et al., 2009).
A community of learners. The CoI is a dynamic context in which the
overlapping interaction of the cognitive, social, and teaching elements acting in unity
(depicted by Swan et al., 2009) develop a collaborative constructivist learning experience
(Garrison et al., 2000) within the group of learners themselves—the community—at the
core (Swan et al., 2009). Garrison and Archer (2000) contended that through the
collaborative and confirmatory process of sustained dialogue within a CoI, the
construction of meaning results in the generation and construction of knowledge.
Potential learning and student perceptions. Certainly, some of the literature
reviewed in Chapter II provides a disappointing view of the learning outcomes and the
resultant negative student perceptions of online education within a CoI. Rourke and
Kanuka (2009) reviewed 252 research reports published between 2000 and 2008.
Although these investigators had reservations about the design and rigor of some of the
studies that they reviewed, they were able to conclude that it is unlikely that deep and
meaningful learning arises in a CoI. These researchers reported that students associate the
surface learning that does occur with independent activities or didactic instruction, not
the sustained interaction that is critical in a CoI.
Capra’s (2014) phenomenological study of a CoI with a sample of 15 community
college students led her to question the pedagogical soundness of fully online courses for
community college students and to recommend future research that examines online
learning as a distinct pedagogy and that focuses “more intently” on the teaching and
learning process.
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However, these findings were not consistent with the favorable Morris (2011)
qualitative results. She found that her 25 community college student subjects were
satisfied with their experiences and learning as a CoI.
An examination of the results of these studies provides an explanation for the
discrepant findings. As detailed in Chapter II, the Morris (2011) subjects experienced
satisfying communication/interaction (social presence), instructor involvement/support
(teaching presence), instructional design (teaching presence), learner engagement with
content (cognitive presence), and learner characteristics/needs (dispositional and
situational factors). These are, of course, many of the same attributes of learner-content,
learner-instructor, and learner-learner interactions reported and discussed above as
Finding #4 in the present research.
Neither the Rourke and Kanuka (2009) nor the Capra (2014) studies provided
evidence of a successful interaction of three elements within the context of the CoI.
Therefore, it is not surprising that neither learning nor student satisfaction were outcomes
ascribable to the CoI paradigm by these researchers.
Secondary research question 3. The perceptions summarized from Chapter II and
discussed relative to Findings #3, #4, and #5 constitute the answer to the following
secondary research question. “What are the student perceptions regarding the nature and
quality of the design and content, student and instructor interactions, teaching and
learning, assessment and evaluation, technology, and student support services of online
education at community colleges in the U.S.?”
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Sixth Finding
The sixth finding is the answer to the fourth secondary question that guided this
review of literature. That question was “What instructional practices do community
college students perceive as necessary for their satisfaction, learning, and success?”
Finding #6. Currently, there are no reports of best practices that
students perceive as necessities for their satisfaction, learning, and
success relative to online education at community colleges.
Therefore, the fourth secondary research question cannot be answered.
Faculty, administrators, researchers, governments, professional organizations,
accrediting bodies, and education foundations have all published their perspectives on
best practices for educating students online. Certainly, there has been advocacy for the
inclusion of student representatives in groups making decisions about online education
(e.g., Completion by Design, 2012; Nodine et al., 2012; Ostrum, Bitner, & Burkhard,
2011; Proper, 2011). However, there is an absence of literature reporting student
perceptions about best practices elicited through direct inquiry—“What do you think…?”
In the literature there are two types of researcher-formulated best practices
reported within studies of student perceptions. First, there are the best practices that were
provided to students as survey items on which students scaled their perceptions of
importance and satisfaction (Completion by Design, 2012; Dean Heimberg, 2014; NoelLevitz, 2011, 2014). Second, there are the best practices formulated by researchers as the
implications of their research on student experiences in online education at community
colleges (e.g., Aslanian & Clinefelter, 2013; Capra, 2014; Rourke & Kanuka, 2009).
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Conclusions
The first data-based conclusion of this study was that an interaction-centered
framework was useful in explaining relationships in the research on student perceptions
of online education at community colleges. That heuristic consisted of input elements that
interacted within a context producing an outcome, and in some situations, an associated
product. The application of the heuristic to the literature reviewed in Chapter II generated
the following conclusions.
The second conclusion was that the progressive development and expansion of
distance education, the Internet, online education infrastructure, and student attributes
(i.e., needs, goals, characteristics, and demographics) were the cornerstones of a
foundation on which community colleges built their open-access online education courses
and programs.
The third conclusion was that community college student perceptions of the
quality of the online learning opportunities and the infrastructure that engendered those
opportunities were inconsistent. No clear pattern of positive or negative perceptions
emerged.
The fourth conclusion was that community college student perceptions of their
online education were dependent on the quality of interactions among course content, the
instructor, and other students promoted through cognitive presence, social presence, and
teaching presence. This review of literature showed that whether or not a community of
learners—a CoI—was explicitly identified and intentionally formed, student perceptions
of motivation, participation, collaboration, engagement, satisfaction, learning, and
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success were influenced, individually and collectively, by the presence and perceived
quality of their online cognitive, social, and instructional interactions.
The fifth conclusion was that together the three Moore (1989) learner-interaction
types (i.e., learner-content interactions, learner-instructor interactions, and learner-learner
interactions) and the three Garrison et al., (2000) elements of a CoI (i.e., cognitive
presence, social presence, and teaching presence) form a pragmatic basis 1) for designing
content of professional development activities and 2) for guiding online educational
practice.
Recommendations
The first recommendation is that community college administrators, faculty, and
staff with responsibility for instruction, professional development activities, and hiring
decisions attend to the practical implications of the fifth conclusion of this study for their
online education offerings. This is the only student perception-based recommendation
that will be offered here. The reason for the singularity of this recommendation is a lack
of sufficient scholarly research consistently reporting generalizable trends in student
perceptions of online education at community colleges (Capra, 2011, 2014; Rourke &
Kanuka, 2009).
Because most research concerning higher education is based on 4-year
institutions, educators from community colleges can find very little, if any, perceptionbased literature that specifically addresses the issues they face in serving their online
students (Capra, 2011). Like the finding in the present study and the Dean Heimberg
dissertation (2014) of an absence of student-identified best practices for online education,
there is a dearth of research findings that represent “a student voice” about community
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colleges (Capra, 2011). Most of the academic research on community colleges has
focused on studies that do not include the perceptions of students. Across the research
that does address community college student perceptions, the results are often
contradictory (Cochran, Campbell, Baker, & Leeds, 2014). The crucial gaps and
discrepancies in the extant literature merit attention as it is, after all, students’ perceptions
that depict their reality of online education (Dobbs et al., 2009).
The majority of the studies of community college students report quantitative
survey data elicited with researcher-created instruments with scaled items (e.g., AACE,
2014a; Allen & Seaman, 2011, 2013, 2014a; Aslania & Clinefelter, 2013; CCCSE, 2012;
ITC, 2013; Noel-Levitz, 2011, 2014). Further, some of the other research is of
questionable rigor (Gross & Kleinman, 2013; Rourke & Kanuka, 2009; Smith Jaggars &
Bailey, 2010).
Therefore, a first recommendation is for further research on the widest variety of
community college questions and issues possible. Second, it is recommended that
qualitative research be conducted to establish student identification of the variables that
they perceive as influential in promoting their 1 ) access to; 2) matriculation into; and
3) motivation, participation, collaboration, engagement, satisfaction, learning, success,
and retention during their online education courses and programs. Third, it is
recommended that these qualitative studies be followed by quantitative investigations of
large representative samples of community college students to determine the prevalence
of the student perceptions regarding these issues. Fourth, it is recommended that
qualitative and then quantitative studies be conducted to elicit, specifically, student
identification of and perceptions about best practices, including most effective pedagogy,
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for online education. Fifth, it is recommended that if community college leaders wish to
reach rural, low-socioeconomic, tribal, and other “niche” groups, even now in 2015, these
leaders need to explore the digital divide, and not assume, the availability of the
technology infrastructure for receiving online education (Bates, 2012; Howley, Kellie, &
Kane, 2012; Inouye, 2012). Sixth, it is recommended that future research investigate
among community college stakeholders their perceptions of the nature of education that
would be technologically, cognitively, socially, and pedagogically sound if it were to
come full cycle to again be delivered as distance education. Such education would be, in
fact is even now being, transmitted via digitized “discs” or other small non-Internet,
transportable media to be “played” on hand-held personal devices (Bates 2012,
Veletsanos, 2010). Seventh, it is recommended that research be conducted on student
perceptions of their online education within MOOCs (massive open online courses). This
recommendation is being advanced here because MOOCs have 1) engendered so much
interest among academic leaders and online students; 2) had such an impressive growth
in enrollment during their very short history; and 3) aroused considerable skepticism due
to low student retention rates, low teacher-to-student interaction, inability to authenticate
students, and lack of financial sustainability (Aslanian & Clinefelter, 2013; Mullins,
2013; Pearcy, 2014).
Limitations of the Study
This study was limited in both the range and the specificity of the reported student
perceptions of online education at community colleges. There were three reasons for this
limitation. First, there is a relatively small body of data-based literature on this topic.
Second, among the studies that do exist the often conflicting results made it difficult to
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formulate generalizations. Third, a number of the studies on the topic were conducted as
case studies of a course, a discipline, or a community college and were not generalizable
since follow-up study had not been conducted to test the reliability, generalizability, and
verifiability of the findings.

179

REFERENCES
Abdulla, A. G. (2004). Distance learning students’ perceptions of the online instructor
roles and competencies (Unpublished doctoral dissertation). Florida State
University.
Academic Technology Center. (2007, August 13). Characteristics of distance learning
students: Demographics of distance learning students. Worcester, MA: Worcester
Polytechnic Institute. Retrieved from
https://www.wpi.edu/Academics/ATC/Collaboratory/Teaching/students.html
Allen, E., & Seaman, J. (2007). Online nation: Five years of growth in online learning.
Retrieved from
www.sloanconsortium.org/publications/survey/pdf/online_nation.pdf
Allen, E., & Seaman, J. (2011). Going the distance: Online education in the United
States, 2011. Babson Park, MA: Babson Survey Research Group and Quahog
Research Group, LLC. Retrieved from
http://files.eric.ed.gov/fulltext/ED529948.pdf
Allen, E., & Seaman, J. (2013). Changing course: Ten years of tracking online education
in the United States. Babson Park, MA: Babson Survey Research Group and
Quahog Research Group, LLC. Retrieved from
http://www.onlinelearningsurvey.com/reports/changingcourse.pdf
Allen, E., & Seaman, J. (2014a). Grade change: Tracking online education in the United
States. Babson Park, MA: Babson Survey Research Group and Quahog Research
Group, LLC. Retrieved from
www.sloanconsortium.org/publications/survey/pdf/grade_change.pdf
Allen, E., & Seaman, J. (2014b). Opening the curriculum: Open educational resources in
U.S. higher education. Babson Park, MA: Babson Survey Research Group.
Retrieved from
http://www.onlinelearningsurvey.com/reports/openingthecurriculum2014.pdf
Allen, E., & Seaman, J. (2014c). Opening the curriculum: Open educational resources in
U.S. higher education, 2014 Infograph. Babson Park, MA: Babson Survey
Research Group. Retrieved from
http://www.onlinelearningsurvey.com/reports/openingthecurriculum2014infograp
hic.pdf

180

Ali, A. (2011). Key factors for determining students’ satisfaction in distance learning
courses: A study of Allama Iqbal Open University. Contemporary Educational
Technology, 2(2), 118–134.
Aman, R. R. (2009). Improving student satisfaction and retention with online instruction
through systematic faculty peer review of courses (Unpublished doctoral
dissertation). Oregon State University. AAT 3376735.
American Association of Community Colleges. (2012). Reclaiming the American Dream:
A Report from the 21st-Century Commission on the Future of Community
Colleges (Washington, D.C.: AACC, 2012).
American Association of Community Colleges. (2014a). 2014 fact sheet: Why community
colleges. Washington, DC: Author. Retrieved from
http://www.aacc.nche.edu/AboutCC/Documents/Facts14_Data_R3.pdf
American Association of Community Colleges. (2014b). Community colleges past to
present. Washington, DC: Author. Retrieved from
http://www.aacc.nche.edu/AboutCC/history/Pages/pasttopresent.aspx
American Association of Community Colleges (2014c). Empowering Community
Colleges to Build the Nation’s Future: An implementation guide. Washington,
DC: Author. Retrieved from
http://www.mcca.org/uploads/fckeditor/file/AACCEMPOWERINGCOMMUNIT
YCOLLEGES.pdf
American Association of Community Colleges. (2014d). Historical information.
Washington, DC: Author. Retrieved from
http://www.aacc.nche.edu/AboutCC/History/Pages/default.aspx
American Association of Community Colleges, (2014e). Mission. Washington, DC:
Author. Retrieved from
http://www.aacc.nche.edu/AboutCC/history/Pages/mission.aspx
Anderson, T. (2003). Modes of interaction in distance education: Recent developments
and research questions. In M. G. Moore & W. G. Anderson (Eds.), Handbook of
distance education (pp. 129-144). Mahwah, NJ: Erlbaum.
Annetta, L. A. (2008). Video games in education: Why they should be used and how they
are being used. Theory into Practice, 47, 229–239. Retrieved from
http://courseweb.lis.illinois.edu/~bnsmith3/gaming/files/Annetta.pdf
Appana, S. (2008). A review of benefits and limitations of online learning in the context
of the student, the instructor and the tenured faculty. International Journal on ELearning. 7(1), 5-22.
Aragon, S., & Johnson, E. (2008). Factors influencing completion and noncompletion of
community college online courses. American Journal of Distance Education,
22(3), 146–158.

181

Artino, A. R. (2007). Online military training: Using a social cognitive view of
motivation and self-regulation to understand students’ satisfaction, perceived
learning, and choice. Quarterly Review of Distance Education, 8(3), 191-202.
Artino, A. R. (2008). Motivational beliefs and perceptions of instructional quality:
Predicting satisfaction with online training. Journal of Computer Assisted
Learning, 24, 260–270.
Artino, A. R. (2008). Promoting academic motivation and self-regulation: Practical
guidelines for online instructors. Quar TechTrends, 52(3) 37-45.
doi:10.1007/s11528-008-0153-x
Ashford, E. (2013). Mission, vision and values: Keep them short and sweet. Washington,
DC: American Association of Community Colleges. Retrieved from
http://www.ccdaily.com/Pages/Campus-Issues/Colleges-should-have-nobleambitions.aspx
Aslanian, C. B., & Clinefelter, D. L. (2013) Online college students 2013:
Comprehensive data on demands and preferences. Louisville, KY: The Learning
House, Inc. Retrieved from http://www.learninghouse.com/wpcontent/uploads/2013/06/Online-College-Students-2013_Final.pdf
Aspillera, M. (2014, August, 05). What are the potential benefits of online learning?
WorldWideLearn. Foster City, CA: QuinStreet. Retrieved from
www.worldwidelearn.com/education-articles/benefits-of-online-learning.htm
Austin, G. A. (2010, Summer). Administrative challenges and rewards of online learning
in a rural community college: Reflections of a distance learning administrator.
New Directions for Community College, 150, 27-36. Retrieved from
http://onlinelibrary.wiley.com/doi/10.1002/cc.402
Bacow, L. S., Bowen, W. G., Guthrie, K. M., Lack, K. A., & Long, M. P. (2012).
Barriers to adoption of online learning systems in US higher education. New
York, NY: Ithaka S+R.
Baglione, S. L., & Nastanski, M. (2007). The superiority of online discussion: Faculty
perceptions. The Quarterly Review of Distance Education, 8(2), 139-150.
Bailey, C. J. (2008). Best practices for online teaching: Perceptions of South Dakota
award winning online university faculty (Unpublished doctoral dissertation).
University of South Dakota.
Baker, G. (1994). A handbook on the community college in America: Its history, mission,
and management. West Port, CT: Greenwood Press. Retrieved from
http://eric.ed.gov/?id=ED364283
Barnard, L., Paton, V., & Lan, W. (2008). Online self-regulatory learning behaviors as a
mediator in the relationship between online course perceptions with achievement.
International Review of Research in Open & Distance Learning, 9(2), 1–11.
Retrieved from http://www.irrodl.org/index.php/irrodl/article/view/516/1075

182

Barnard, L., Paton, V., & Lan, W. (2008). Online self-regulatory learning behaviors as a
mediator in the relationship between online course perceptions with achievement.
International Review of Research in Open & Distance Learning, 9(2), 1–11.
Bartley, S. J., & Golek, J. H. (2004). Evaluating the Cost Effectiveness of Online and
Face-to-Face Instruction. Educational Technology & Society, 7(4), 167-175.
Bates, R. A. (2012). Distance learning for special populations. Online Journal of
Distance Learning Administration, 25(2). Retrieved from
http://www.westga.edu/~distance/ojdla/summer152/bates152.html
Bebawi, S. G. (n.d.). Definition of online education as distance learning. Retrieved from
http://www.sabri.org/EDTECH-01/Definition.htm
Beqiri, M. S., Chase, N. M., & Bishka, A. (2010). Online course delivery: An empirical
investigation of factors affecting student satisfaction. Journal of Education for
Business, 85(2), 95-100.
Berge, Z .L. (1995). Facilitating computer conferencing: Recommendations from the
field. Educational Technology, 35(1) 22-30.
Berge, Z. L. (1997). Computer conferencing and the on-line classroom. International
Journal of Educational Telecommunications, 3(1), 3-21. Retrieved from
www.westga.edu/~distance/ojdla/Fall133/sampson_ballenger133.html
Berge, Z. L., & Huang, Y. P. (2004). A model for sustainable student retention: A holistic
perspective on the student dropout problem with special attention to e-learning.
Deosnews 13(5). Retrieved from
http://learningdesign.psu.edu/deos/deosnews13_5.pdf
Biner, P. M., Welsh, K. D., Barone, N. M., Summers, M., & Dean, R. S. (1997). The
impact of remote-site group size on student satisfaction and relative performance
in interactive telecourses. The American Journal of Distance Education, 11(1),
23-33.
Boettcher, J. V. (2013). Ten best practices for teaching online. Tomorrow’s Professor
Msg.#1091. Stanford Center for Teaching and Learning. Stanford, CA: Stanford
University. Retrieved from http://cgi.stanford.edu/~deptctl/tomprof/posting.php?ID=1091
Boettcher, J. V., & Conrad, R. M. (2013) Library of e-coaching tips. Retrieved from
http://www.designingforlearning.info/services/writing/ecoach/index.htm
Bouras, C. S. (2009). Instructor and learner presence effects on student perceptions of
satisfaction and learning in the university online classroom (Unpublished
doctoral dissertation). Regent University. AAT 3361795.
Bower, B. L., & Kamata, A. (2000, Fall). Factors influencing student satisfaction with
online courses. Academic Exchange Quarterly 4(3), 52. Retrieved from GALE
(A67872696).

183

Bradford, G. (2010). The relationship between student satisfaction with learning online
and cognitive load. Retrieved from
http://onlinelearningconsortium.org/2010aln/presentation/relationship-betweenstudent-satisfaction-learning-online-and-cognitive-load
Bragg, D. D. (2011). Examining pathways to and through the community college for
youth and adults. Higher Education: Handbook of Theory and Research, 26, 355393. doi: 10.1007/978 94-007-0702-3_9
Bragg, D. D., & Durham, B. (2012). Perspectives on access and equity in the era of
community college completion. Community College Review, 40(106).
doi: 10.1177/0091552112444724
Browne, D. (2010, October). Online education is the combination of convenience and
technology. Retrieved from http://ezinearticles.com/?Online-Education-Is-theCombination-of-Convenience-and-Technology&id=5292341
Bureau of Labor Statistics, U.S. Department of Labor, Occupational Outlook Handbook,
2014-15 Edition, Career and Technical Education Teachers. Washington, D.C.:
Author. Retrieved from http://www.bls.gov/ooh/education-training-andlibrary/career-and-technical-education-teachers.htm
Burr, K. L. (2006, Fall). State college as an answer to rural American education need.
Community College Enterprise, 12(2), 69-79. Retrieved from
http://www.schoolcraft.edu/pdfs/cce/12.2.69-79.pdf
Capra, T. (2011). Online education: Promise and problems. Journal of Online Learning
and Teaching, 7(2). Retrieved from http://jolt.merlot.org/vol7no2/capra_0611.htm
Capra, T. (2014). Online education from the perspective of community college students
within the community of inquiry paradigm. Community College Journal of
Research and Practice, 38(2-3), 108-121. doi:10.1080/10668926.2014.851949
Carnevale, D. (2000). Study assesses what participants look for in high-quality online
courses. Chronicle of Higher Education, 47(9), A46.
Cavan, J. (1995). The comprehensive mission of rural community colleges. New
Directions for Community Colleges, 1995(90), 9-16.
doi: 10.1002/cc.36819959004
Cejda, B. (2007). Connecting to the larger world: Distance education in rural community
colleges. New Directions for Community College, 137(Spring), 87-98.
doi: 10.1002/cc
Center for Community College Student Engagement. (2009). Making connections:
Dimensions of student engagement (2009 CCSSE Findings). Austin, TX: The
University of Texas at Austin, Community Leadership Program. Retrieved from:
http://www.ccsse.org/publications/national_report_2009/CCSSE09_nationalreport
.pdf

184

Center for Community College Student Engagement. (2012). A matter of degrees:
Promising practices for community college student success (A first look). Austin,
TX: The University of Texas at Austin, Community College Leadership Program.
Retrieved from: http://files.eric.ed.gov/fulltext/ED529070.pdf
Chakrabarti, R., Mabutas, M., & Zafar, B. (2012, September 19). Soaring tuitions: Are
funding cuts to blame? Liberty Street Economics. New York, NY: Federal
Reserve Bank of New York. Retrieved from
http://libertystreeteconomics.newyorkfed.org/2012/09/soaring-tuitions-are-publicfunding-cuts-to-blame.html#.VCM2tRbp_3A
Chang, S. H., & Smith R. A. (2008). Effectiveness of personal interaction in a learnercentered paradigm distance education class based on student satisfaction. Journal
of Research on Technology in Education, 40(4), 407–426.
Chesson, J. P., Jr., & Rubin, S. (2003). Toward rural prosperity: A state policy
framework in support of rural community colleges. Policy paper. Retrieved from
http://files.eric.ed.gov/fulltext/ED473972.pdf
Chickering, A., & Ehrmann, S. C. (1996). Implementing the seven principles:
Technology as lever. AAHE Bulletin, 3(6). Retrieved from
www.tltgroup.org/programs/seven.html
Chu, R. J., & Chu, A. Z. (2010). Multi-level analysis of peer support, Internet selfefficacy and e-learning outcomes : The contextual effects of collectivism and
group potency. Computers & Education 55, 145–154. Retrieved from
http://www.sciencedirect.com.ezproxy.library.und.edu/science/article/pii/S109675
1613000456
Cochran, J. D., Campbell, S. M., Baker, H. M., & Leeds, E. M. (2014). The role of
student characteristics in predicting retention in online courses. Research in
Higher Education, 55(1), 27-48. doi: 10.1007/s11162-013-9305-8
Cohen, A. M., & Brawer, F. B. (2003). The American Community College (4th ed.). San
Francisco, CA: Jossey - Bass.
Community College Research Center at Columbia University. (n.d.). Community College
FAQs. Washington, DC: Author. Retrieved from
http://ccrc.tc.columbia.edu/Community-College-FAQs.html
Completion by Design. (2012). Student voices on the higher education pathway:
preliminary insights and stakeholder engagement considerations. San Francisco:
WestEd.
Conceicao, S. C. O. (2006). Faculty lived experiences in the online environment. Adult
Education Quarterly, 57(1), 26-45.
Conceicao, S. C. O., Strachota, E., & Schmidt, S. W. (2007). The development and
validation of an instrument to evaluate online training materials. Retrieved
March 25, 2009 at eric.ed.gov ED504339

185

DaCosta, B., Kinsell, C., Seok, S., & Tung, C. (2010). Comparison of instructors’ and
students’ perceptions of the effectiveness of online courses. Quarterly Review of
Distance Education, 11(1), 25-36. Retrieved from
http://www.infoagepub.com/quarterly-review-of-distance-education.html
Davis, T. G., & Quick, D. (2001). Reducing distance through distance learning: The
community college leadership doctoral program at Colorado State University.
Journal of Research and Practice 25(8), 607-620.
Dean Heimberg, T. (2014). Examining fully online degree students’ perceptions of online
student support services: A mixed method study using grounded theory and Rasch
analysis (Unpublished doctoral dissertation). California State University, San
Bernardino.
Debrough, G. A. (1998). Learner and instructional predictors of student satisfaction in a
graduate nursing program taught via interactive video conferencing and world
wide web (Unpublished doctoral dissertation). University of San Francisco, San
Francisco, CA.
Deegan, W. L., &. Tillery, D. (1985). Reviewing the American community college. San
Francisco, CA: Josey Bass.
Dennen, V. P., Darabi, A. A., & Smith, L. J. (2007). Instructor-learner interaction in
online courses: The relative perceived importance of particular instructor actions
on performance and satisfaction. Distance Education 28(1), 65-79.
Dibiase, D. (2000). Is distance education a Faustian bargain? Journal of Geography in
Higher Education, 24(1), 130-136.
Dobbs, R. R., Waid, C. A., & del Carmen, A. (2009). Students’ perceptions of online
courses: The effect of online course experience. The Quarterly Review of
Distance Education, 10(1), 9-26.
Douglas, I. (2010). Improving the tracking of student participation and effort in online
learning. In Y. Kats (Ed.), Learning Management System Technologies and
Software Solutions for Online Teaching: Tools and Application (pp. 173-186).
Hershey, PA: IGI Global. doi: 10.4018/978-1-61520-853-1.ch010
Drennan, J. A., Kennedy, J., & Pisarski, A. (2006). Factors affecting student attitudes
toward flexible online learning in management education. Journal of Educational
Research, 98(6), 331-338.
Dutton Institute. (2013). Best practices and expectations for online teaching. College of
Earth and Mineral Sciences. University Park, PA: Penn State. Retrieved from
http://facdev.e-education.psu.edu/teach/bestpractices
Easton, A. C. & Easton, G. (2003). Closing the gap: Proficiency vs. perception.
International Business and Economics Research Journal, 2(10), 11-14.
Eduventures, Inc. (2008). The adult learner: An Eduventures perspective: Who they are,
what they want, and how to reach them. Boston, MA: Author. Retrieved from
http://blogs.bu.edu/mrbott/files/2008/10/adultlearners.pdf
186

Enockson, J. (1997). An assessment of an emerging technological delivery for distance
education (Unpublished doctoral dissertation). Northern Arizona University,
Flagstaff.
Ergul, H. (2004). Relationship between student characteristics and academic achievement
in distance education and application on students of Anadolu University. Turkish
Online Journal of Distance Education-TOJDE, 5(2).
Evans, T. N. (2009). An investigative study of factors that influence the retention rates in
online programs at selected state, state-affiliated, and private universities
(Unpublished doctoral dissertation). Robert Morris University, Pittsburgh, PA.
AAT 3388741.
Fekula, M. J. (2010). Perpetual enrollment online courses: Advantages, administration,
and caveats. Online Journal of Distance Learning Administration, 13(1), 8 pages.
Retrieved from http://eric.ed.gov/?id=EJ87753
Ferguson, J. M., & DeFelice, A. E. (2010). Length of online course and student
satisfaction, perceived learning, and academic performance. The International
Review of Research in Open and Distance Learning 11(2). Retrieved from
http://www.irrodl.org/index.php/irrodl /article/view/772/1547
Fillion, G., Limayem, M., Laferrière, T., & Mantha, R. (2009). Integrating information
and communication technologies into higher education: Investigating onsite and
online students’ points of view. Open Learning, 24(3) 223–240.
doi: 10.1080/02680510903201649
Folkers, D. A. (2005). Competing in the marketplace: Incorporating online education into
higher education: An organizational perspective. Information Resources
Management Journal, 18(1), 61-78.
Fredricksen, E., Pickett, A., Shea, P., Pelz, W., & Swan, K. (2000). Student satisfaction
and perceived learning with online courses: Principles and examples from the
Suny learning network. Journal of Asynchronous Learning Networks, 4(2), 1-35.
Retrieved from citeseerx.ist.psu.edu/showciting?cid=296843
Garcia, R. (2014, January 27). Stackable credentials: An approach for middle jobs and
beyond. Educause Review, 49(1). Retrieved from
http://www.educause.edu/ero/article/stackable-credentials-approach-middle-jobsand-beyond
Garrison, D. R. (2000). Theoretical challenges for distance education in the 21st century:
A shift from structural to transactional issues. International Review of Research in
Open and Distance Learning,1(1). Retrieved from
http://www.irrodl.org/content/v1.1/randy.pdf
Garrison, D. R., Anderson, T., and Archer, W. (2000). Critical inquiry in a text-based
environment: Computer conferencing in higher education. The Internet and
Higher Education 2(2–3), 1–19.

187

Garrison, D. R., & Cleveland-Innes, M. (2005) Facilitating cognitive presence in online
learning: Interaction is not enough. American Journal of Distance Education,
19(3), 133-148. doi:10.1207/s15389286ajde1903_2
Garrison, D. R., Cleveland-Innes, M., & Fung, T. S. (2010). Exploring causal
relationships among teaching, cognitive, and social presence: Student perceptions
of the community of inquiry framework. The Internet and Higher Education,
13(1-2), 31-36.
Garza Mitchell, R. L. (2009). Online education and organizational change. Community
College Review, 37(1), 81-101.
Gikandi, J. W., Morrow, D., & Davis, N. E. (2011). Online formative assessment in
higher education: A review of the literature. Computers & Education 57(4),
2333–2351. doi: 10.1016/j.compedu.2011.06.004
Gillett-Karam, R. (1995). Women and minorities in rural community colleges: Programs
for change. New Directions for Community Colleges, 90, 43-53.
doi: 10.1002/cc.36819959007
Ginder, S., & Stearns, C. (2014). Enrollment in Distance Education Courses, By State:
Fall 2012 (NCES 20014-023). U.S. Department of Education. Washington, DC:
National Center for Education Statistics. Retrieved from
http://nces.ed.gov/pubs2014/2014023.pdf
Glaser, B. G. (1994). More Grounded Theory Methodology: A Reader. Mill Valley, CA:
Sociology Press.
Greenberg, G. (1998). Distance education technologies: Best practices for K-12 settings.
IEEE Technology and Society Magazine, 17(4) 36-40.
Greene, B., & Meek, A. (1998, February). Distance education in higher education
institutions: Incidence, audiences, and plans to expand. Washington, DC: U. S.
Department of Education, National Center for Education Statistics. Retrieved
from http://nces.ed.gov/pubs98/98132.pdf
Gross, J. L., & Kleinman, M. (2013). The need for high speed: Online course taking
behavior among community college students. Ann Arbor, Michigan: Center for
the Study of Higher and Postsecondary Education, School of Education,
University of Michigan. Retrieved from Jillian L. Gross.
Guidera, S. G. (2004). Perceptions of the effectiveness of online instruction in terms of
the seven principles of effective undergraduate education. Journal of Educational
Technology Systems, 32(2 & 3), 139-178.
Halfond, J. A. (2013). Wallflowers at the revolution: Evolving faculty perspectives on
online education. New England Journal of Higher Education, 3.
Hannay, M., & Newvine, T. (2006). Perceptions of distance learning: A comparison of
online and traditional learning. Journal of Online Learning and Teaching, 2(1).
Retrieved from http://jolt.merlot.org/05011.htm
188

Hanover Research Council. (2009). Best practices in online teaching strategies.
Washington, DC: Author. Retrieved from
http://www.uwec.edu/AcadAff/resources/edtech/upload/Best-Practices-in-OnlineTeaching-Strategies-Membership.pdf
Hatchey, A. C., Wladis, C. W., & Conway, K. M. (2014). Do prior online course
outcomes provide more information than G.P.A. alone in predicting subsequent
online course grades and retention? An observational study at an urban
community college. Computers & Education, 72(March), 59-67.
doi:10.1016/j.compedu.2013.10.012
Heiman, T. (2008). The effects of e-mail messages in a distance learning university on
perceived academic and social support, academic satisfaction, and coping.
Quarterly Review of Distance Education, 9(3), 237-248.
Hillman, D. C. A., Willis, D. J., & Gunawardena, C. N. (1994). Learner-interface
interaction in distance education: An extension of contemporary models and
strategies for practitioners. The American Journal of Distance Education, 8(2),
30-41.
Hiltonsmith, R., & Draut, T. (2014, March 6). The great cost shift continues: State higher
education funding after the recession. New York, NY: Demos Reports. Retrieved
from http://www.demos.org/publication/great-cost-shift-continues-state-highereducation-funding-after-recession
Hirshheim, R. (2005). The Internet-based education bandwagon: Look before you leap.
Communications of the ACM - Designing for the Mobile Device, 48(7), 97-101.
doi: 10.1145/1070838.1070844
Holmberg, B. (1986). Growth and Structure of Distance Education. Wolfeboro, N.H.:
Croom Helm.
Holmberg, B. (1995). The evolution of the character and practice of distance education.
Open Learning, 10(2), 47-53.
Horn, L., & Nevill, S. (2006). Profile of undergraduates in U.S. postsecondary education
institutions 2003–04: With a special analysis of community college students
(NCES 2006-184). Washington, DC: U. S. Department of Education, National
Center for Education Statistics. Retrieved from
http://nces.ed.gov/pubs2006/2006184_rev.pdf
Hornak, A. M., Akweks, K., & Jeffs, M. (2010). Online student services at the
community college. New Directions for Community Colleges, 150, 79-87.
doi: 10.1002/cc.407
Howley, C., Kellie, K., & Kane, S. (2012). Broadband and rural education: An
examination of the challenges, opportunities, and support structures that impact
broad band and rural education. Fairfax, VA: ICF International. Retrieved from
http://www.academia.edu/1778808/Broadband_and_Rural_Education_An_Exami
nation_of_the_Challenges_Opportunities_and_Support_Structures_that_Impact_
Broadband_and_Rural_Education
189

Imel, S. (1998). Myths and realities of distance learning. Columbus, OH: ERIC
Clearinghouse on Adult, Career, and Vocational Education. Ohio State
University. Retrieved from http://files.eric.ed.gov/fulltext/ED426213.pdf
Inouye, D. K. (2012). Closing the digital divide: Connecting Native Nations and
communities to the 21st century (Hearing before the Committee on Commerce,
Science, and Transportation, U.S. Senate, One Hundred Twelfth Congress, first
session, S. Hrg. 112-414, April 12, 2011). Washington, DC: U.S. Government
Printing Office.
Instructional Technology Council. (2008, April). 2007 Distance education survey results:
Tracking the impact of e-learning at community colleges. Washington, DC:
Author. Retrieved from http://www.immagic.com/eLibrary/
ARCHIVES/GENERAL/AACC_US/I080318L.pdf
Instructional Technology Council. (2013, April). 2012 Distance education survey results:
Tracking the impact of e-learning at community colleges. Washington, DC:
Author. Retrieved from http://www.itcnetwork.org/elearning-conference/87-2012distance-education-survey-results-.html
Jain, P. J. (2011). Interactions among online learners: A quantitative interdisciplinary
study. Education, 13(3), 538–544.
Jiang, M. (1998). Distance learning in a web-based environment (Doctoral dissertation).
University at Albany/SUNY. UMI Dissertation Abstracts No. 9913679
Johanson, T. L. (1996). The virtual community of an online classroom: Participant’s
interactions in a community college writing class by computer mediated
communication (Unpublished doctoral dissertation). Oregon State University.
Johnston, H. (2009). Poverty and rural schools: A research brief. Education Partnerships,
Inc. Retrieved from http://files.eric.ed.gov/fulltext/ED539177.pdf
Jurczyk, J., Benson, S., & Savery, J. R. (2004). Measuring student perceptions in
webbased courses: A standards-based approach. Online Journal of Distance
Learning Administration, 7(4) . Retrieved from http://
www.westga.edu/~distance/ojdla/winter74/ jurczyk74.htm
Juszkiewicz, J. (2014, January). Recent National Community College Enrollment and
Award Completion Data. Washington, DC: American Association of Community
Colleges. Retrieved from
http://www.aacc.nche.edu/Publications/Reports/Documents/Enrollment_AwardD
ata.pdf
Kane, K. (2004). Quality matters: Inter-institutional quality assurance in online learning.
Sloan-C View. Perspectives in Quality Online Education, 3(11).
Kanuka, H. (2002). Guiding principles for facilitating higher levels of web-based distance
teaching and learning in post-secondary settings. Distance Education, 23(2), 163182.

190

Keegan, D. (1995). Distance education technology for the new millennium: Compressed
video teaching. ZIFF Papiere. Hagen, Germany: Institute for Research into
Distance Education. (Eric Document Reproduction Service No. ED 389 931).
Keengwe, J., & Kidd, T. (2010). Towards best practices in online learning and teaching
in higher education. Journal of Online Learning and Teaching, 6( 2). Retrieved
from: http://jolt.merlot.org/vol6no2/keengwe_0610.htm
Keller, J. (1983). Motivational design of instruction. In C. Reigeluth (Ed.), Instructional
design theories and models: An overview of their current status (pp. 386-434).
Hillsdale, NJ: Erlbaum.
Kelsey, K., & D’sousa, A. (2004). Student motivation for learning at a distance: Does
interaction matter? Online Journal of Distance Learning Administration, 7(2).
Retrieved from http://www.westga.edu/~distance/ojdla/summer72/kelsey72.html
Kılıç-Çakmak, E., Karataş, S., & Ocak, M. A. (2009). An analysis of factors affecting
community college students’ expectations on e-learning. The Quarterly Review of
Distance Education, 10(4), 351–361.
Kim, K. S., & Moore, J. L. (2005). Web-based learning: Factors affecting students’
satisfaction and learning experience. Retrieved from
http://www.firstmonday.org/issues/issue10_11/kim/index.html
Koohang, A., & Durante, A. (2003). Learners’ perceptions toward the Web-based
distance learning activities/assignments portion of an undergraduate instructional
model. Journal of Informational Technology Education, 2(1), 105-113.
Kuo, Y. C., Walker, A. E., Belland, B. R., & Schroder, K. E. E. (2013). A predictive
study of student satisfaction in online education programs. The International
Review of Research in Open and Distance Learning 14(1). Retrieved from
http://www.irrodl.org/index.php/irrodl/article/view/1338/2416
Kuo, Y. C., Walker, A. E., Schroder, K. E. E., & Belland, B. R. (2014, January).
Interaction, Internet self-efficacy, and self-regulated learning as predictors of
student satisfaction in online education courses. The Internet and Higher
Education, 20. doi: 10.1016/j.iheduc.2013.10.001
Labarbera, R. (2013). The relationship between students’ perceived sense of
connectedness to the instructor and satisfaction in online courses. Quarterly
Review of Distance Education, 14(4), 209-220.
Lake, R., & Mrozinski, M. D. (2011). The conflicted realities of community college
mission statements. Planning for Higher Education, 39(2), 4-14.
Larreamendy-Joerns, J., & Leinhardt, G. (2006). Going the distance with online
education. Review of Educational Research, 76(4), 567–605. Retrieved from
http://bern.library.nenu.edu.cn/upload/soft/GoingtheDistanceWithOnlineEducatio
n.pdf

191

Leeds, E., Campbell, S., Baker, H., Ali, R., Brawley, D., & Crisp, J. (2013). The impact
of student retention strategies: An empirical study. International Journal of
Management in Education, 7(1/2), 22–43. Doi: 10.1007/s11162-013-9305-8
Lei, S.A. (2008). Assessment techniques of instructors in two community colleges in a
state-wide system. Education, 128(3), 392-411. Retrieved from
http://eric.ed.gov/?id=EJ816909
Lei, S. A., & Gupta, R. K. (2010). College distance education courses: Evaluating
benefits and costs from institutional, faculty and students’ perspectives.
Education, 130(4), 616-631.
Leiner, B. M., Cerf, V. G., Clark, D. D., Kahn, R. E., Kleinrock, L., Lynch, D. C., ...
Wolff, S. (2014). Brief history of the Internet. Reston, VA: Internet Society.Org
Retrieved from http://www.Internetsociety.org/Internet/what-Internet/historyInternet/brief-history-Internet#Authors
Leist, J., & Travis, J. (2010). Planning for online courses at rural community colleges.
New Directions for Community Colleges, 150, 17-25. doi: 10.1002/cc
Leonard, J., & Guha, S. (2001). Education at the crossroads: Online teaching and
students’ perspectives on distance education. Journal of Research on Technology
in Education, 34(1), 51-57.
Levy, S. (2003). Six factors to consider when planning online distance learning programs
in higher education. Online Journal of Distance Learning Administration, 6(1).
Retrieved from http://www.westga.edu/~distance/ojdla/spring61/levy61.htm
Lewis, L., Snow, K., Farris, E., & Levin, D. (1999, December). Distance education at
postsecondary education institutions: 1997-98 (NCES 2000-13). U.S. Department
of Education, National Center for Education Statistics. Retrieved from:
http://files.eric.ed.gov/fulltext/ED437879.pdf
Liao, P. W., & Hsieh, J. Y. (2011). What influences Internet-based learning? Social
Behavior and Personality, 39(7), 887–896.
Lokken, F. (2013). Trends in eLearning: Tracking the Impact of eLearning at Community
Colleges. Washington, DC: Instruction Technology Council. Retrieved from
http://www.itcnetwork.org/elearning-conference/87-2012-distance-educationsurvey-results-.html
Lokken, F., & Mullins, C. (2014, April). Trends in eLearning: Tracking the Impact of eLearning at Community Colleges. Washington, DC: Instructional Technology
Council. Retrieved from http://www.itcnetwork.org/resources/itc-annual-distanceeducation-survey.pdf
Mahmood, A., Mahmood, S. T., & Malik, A. B. (2012). Study of student satisfaction in
distance learning and live classroom [sic] at higher education level. Turkish
Online Journal of Distance Education, 13(1). Retrieved from
https://tojde.anadolu.edu.tr/tojde46/articles/article_7.htm

192

Mallory, N. (2009). Higher education budget cuts: How are they affecting students?
Report 09-27. Sacramento, CA: California Postsecondary Education Commission.
Retrieved from http://eric.ed.gov/?id=ED510306
Mandernach, B. J. (2005). A faculty evaluation model for online instructors: Mentoring
and evaluation in the online classroom. Online Journal of Distance Learning
Administration, 8(3), 1-10. Retrieved from
www.ndsu.edu/dce/faculty_resources/the_reading_corner
Mason, R., & Weller, M. (2000). Factors affecting students’ satisfaction on a web course.
Australian Journal of Educational Technology, 16(2), 173-200.
Matthews, D. (1999). The origins of distance education and its use in the United States.
T.H.E. Journal, 27(2), 54-66. Retrieved from www.questia.com › … › Educational
Technology Journals
McCabe, M. (1997). Online classrooms: Case studies of computer conferencing in higher
education (Unpublished doctoral dissertation) Columbia University Teachers
College, New York, NY.
McGhee, R. M. H. (2010). Asynchronous interaction, online technologies self-efficacy
and self-regulated learning as predictors of academic achievement in an online
class (Doctoral dissertation). Southern University and Agricultural and
Mechanical College, Baton Rouge, LA.
McPhail, C. J. (2011, April). The Completion Agenda: A Call to Action. Washington, DC:
American Association of Community Colleges. Retrieved from
http://www.aacc.nche.edu/Publications/Reports/Documents/CompletionAgenda_r
eport.pdf
Martinez, S., & Harper, D. (2008, November).Working with tech-savvy kids.
Educational Leadership, 33(3), pp. 64-69.
Merriam-Webster (n.d.). Learning. Retrieved from http://www.merriamwebster.com/dictionary/learning
Merriam-Webster (n.d.). Satisfaction. Retrieved from http://www.merriamwebster.com/dictionary/satisfaction
Miles, M. B. & Huberman, M. A. (1994). Qualitative data analysis: An expanded
sourcebook (2nd. ed.). Thousand Oaks, CA: Sage.
Miller, M. T., & Masoner, D. (1995). The rural community college mission: One faculty’s
report. Retrieved from http://files.eric.ed.gov/fulltext/ED389488.pdf
Mlot, S. (2012, December 21). Infographic: Profile of an online college student. PC
Magazine. Retrieved from www.pcmag.com/article2/0,2817,2413420,00.asp
Mitchell, R. L. G. (2009). Online education and organizational change. Community
College Review, 37(1), 81-101.
Moore, M. G. (1989). Three types of interactions. The American Journal of Distance
Education, 3(2), 1-6.
193

Moore, M. & Kearsley, G. (1996). Distance education: A systems view. Belmont, CA:
Wadsworth.
Morris, T. A. (2011). Exploring community college student perceptions of online
learning. International Journal of Instructional Technology and Distance
Learning 8(6), 31-44. Retrieved from
http://terrymorris.net/ITDLMorrisArticle.pdf
Mrozinski, M. D. (2010). Multiple roles: The conflicted realities of community college
mission statements (Doctoral dissertation). National-Louis University, Chicago,
IL. Retrieved from
http://digitalcommons.nl.edu/cgi/viewcontent.cgi?article=1025&context=diss
Mullins, C. (2013). Trends in elearning: Tracking the impact of elearning at community
colleges. Distance Education Survey Results. Washington, D.C.: Instruction
Technology Council. Retrieved from
http://www.itcnetwork.org/attachments/article/87/AnnualSurveyApril2013.pdf
Murphey, J. (2006). Supporting online education students in a rural environment, online
student support services: A best practices monograph. Tyler, TX: NE Texas
Consortium of Colleges & Universities. Retrieved from
http://www.onlinestudentsupport.org/Monograph/rural.php
Nakos, G. E., Deis, M. H., & Jourdan, L. (2002). Students’ perceptions of online courses:
An exploratory study. Turkish Online Journal of Distance Education, 3(1), 58-66.
Retrieved from http://tojde.anadolu.edu.tr/tojde5/index.html
Navarro, P., & Shoemaker, J. (2000). Performance and perceptions of distance learners in
cyberspace. American Journal of Distance Education, 14(2), 15-35.
Nodine, T., Jaeger, L., Venezia, A., & Bracco, K. R. (2012). Connection by design:
Students’ perceptions of their community college experiences. San Francisco, CA:
Wested. Retrieved from http://www.wested.org/wpcontent/files_mf/1371593031resource1268.pdf
Noel-Levitz, Inc. (2011). National online learners’ priorities report. Coralville, IA:
Author. Retrieved from https://www.noellevitz.com/upload/
Papers_and_Research/2011/PSOL_report%202011.pdf
Noel-Levitz. (2014). 2014 National Student Satisfaction and Priorities Report,
Addendum Three: Community, Junior, and Technical Colleges. Coralville, IA:
Noel-Levitz.
Obama, B. (2015, January 20). Obama’s State of the Union 2015 Transcript (Full Text)
and Video. The New York Times. Accessed from
http://www.nytimes.com/2015/01/21/us/politics/obamas-state-of-the-union-2015address.html?_r=0
Office of Inspector General. (2011, September 26). Investigative program advisory
report: Distance education fraud rings. Control Number: L42LOOOI.
Washington, DC: U.S. Department of Education. Retrieved from
http://www2.ed.gov/about/offices/list/oig/invtreports/l42l0001.pdf
194

Office of Institutional Research and Assessment. (2006, Summer). Comparison of
students taking distance education courses and regular courses. Research Brief
#21. Hammond, LA: Southeastern University. Retrieved from
https://www.southeastern.edu/admin/ir/research_briefs/files/research21.pdf
Offir, B., Bezalel, R., & Barth, I. (2007). Introverts, extroverts, and achievement in a
distance learning environment. American Journal of Distance Education, 21(1),
3–20.
Oliff, P., Palacios, V., Johnson, I., & Leachman, M. (2013, March 19). Recent deep state
higher education cuts may harm students and the economy for years to come.
Washington, DC: Center on Budget and Policy Priorities. Retrieved from
http://www.cbpp.org/cms/?fa=view&id=3927
O’Malley, J., & McGraw, H. (1999). Students’ perceptions of distance learning, online
learning and the traditional classroom. Online Journal of Distance Learning
Administration 2(4). Retrieved from
http://www.westga.edu/~distance/omalley24.html
Ortiz-Rodriquez, M., Teig, R., Irani, T., Roberts, T. G., & Rhoades, E. (2005). College
students’ perceptions of quality in distance learning. The Quarterly Review of
Distance Education, 6(2) 97-105.
Ostrum, A. L., Bitner, M. J., & Burkhard, K. A. (2011). Leveraging service blueprinting
to rethink higher education: When students become ‘valued customers,’
everybody wins. Washington, D. C.: Center for American Progress. Retrieved
from http://eric.ed.gov/?id=ED535642
Parker, G. R. (2010). Selected community leaders’ perceptions of the role of the
community college and the community college president in the community
(Doctoral dissertation). North Carolina State University, Raleigh, NC. Retrieved
from ERIC. (ED525770)
Parker, K., Lenhart, A., & Moore, K. (2011, August 11). The digital revolution and
higher education: College presidents, public differ on value of online learning.
Washington, DC: Pew Social & Demographic Trends. Retrieved from
http://pewsocialtrends.org/files/2011/08/online-learning.pdf
Parry, M. (2010, September 22). Preventing online dropouts: Does anything work? [The
Chronicle of Higher Education blog post]. Retrieved from
http://chronicle.com/blogPost/blogPost-content/27108/
Parsad, B., Lewis, L., & Tice, P. (2008, December). Distance education at degreegranting postsecondary institutions: 2006–07 (NCES 2009-044). Washington,
DC: U.S. Department of Education, National Center for Education Statistics.
Retrieved from http://nces.ed.gov/pubs2009/2009044.pdf
Patton, M. Q. (2001). Qualitative evaluation and research methods (2nd ed.). Thousand
Oaks, CA: Sage.

195

Pearcy, M. (2014). Student, teacher, professor: Three perspectives on online education.
History Teacher 47(2), 169-185. Retrieved from
http://www.societyforhistoryeducation.org/pdfs/F14_Pearcy.pdf
Pelz, B. (2004). (My) Three principles of effective online pedagogy. Journal of
Asynchronous Learning Networks 8(3). Retrieved from
http://onlinelearningconsortium.org/jaln/v14n1/my-three-principles-effectiveonline-pedagogy
Pennington, K., Williams, M. R., & Karvonen, M. (2006). Challenges facing rural
community colleges: Issues and problems today and over the past 30 years.
Community College Journal of Research & Practice, 30, 641-655.
doi:10.1080/1066892060074086
Pew Research Center (2010) .Statistical Portrait of Hispanics in The United States, 2010:
Population, by Race and Ethnicity: 2000 and 2010. Retrieved from
http://www.pewhispanic.org/2012/02/21/statistical-portrait-of-hispanics-in-theunited-states-2010/
Poole, B. J., & Axmann, M. (2002). Education fact or fiction: Exploring the myths of
online learning. Retrieved from
http://itforum.coe.uga.edu/AECT_ITF_PDFS/paper62.pdf
Proffitt, D. R. (2006). Embodied perception and the economy of action. Perspectives on
Psychological Science, 1(2), 110-122.
Proper, F. (2011). Student perception of community colleges (Honors thesis). Palm
Beach State College, FL. Retrieved from
https://www.palmbeachstate.edu/honors/Documents/student_perception_of_com
munity_colleges_faithproper.pdf
Puzziferro, M. (2008). Online technologies self-efficacy and self-regulated learning as
predictors of final grade and satisfaction in college-level online courses. American
Journal of Distance Education, 22(2), 72–89. Doi:10.1080/08923640802039024
Radford, A. W. (2011, October). Learning at a distance: Undergraduate enrollment in
distance education courses and degree programs. Washington, DC: U.S.
Department of Education, National Center for Education Statistics. Retrieved
from http://nces.ed.gov/pubs2012/2012154.pdf
Ragan, L. C. (n.d.) Best practices in online teaching - during teaching - use evaluation
data. Retrieved from http://cnx.org/contents/0ecaee85-2447-4871-b00ffe7fcddfd232@1
Ragan, L. C., & Terheggen, S. L. (2003). Effective workload management strategies for
the online environment. PA: The Pennsylvania State University’s World Campus.
Retrieved from
http://www.worldcampus.psu.edu/sites/default/files/legacy_static/pdf/fac/workloa
d_strat.pdf

196

Ravert, R. D., & Evans, M. A. (2007). College student preferences for absolute
knowledge and perspective in instruction: Implications for traditional and online
learning environments. Quarterly Review of Distance Education 8(4), 321-328.
Reisetter, M., LaPointe, L., & Korcuska, J. (2007). The impact of altered realities:
Implications of online delivery for learners’ interactions, expectations, and
learning skills. International Journal on E-Learning, 6(1), 55-80. Retrieved from
www.editlib.org › Volume 6, Issue 1
Richardson, J. C., & Swan, K. (2003). Examining social presence in online courses in
relation to students perceived learning and satisfaction. Journal of Asynchronous
Learning Network, 7(1), 68-88. Retrieved from http://hdl.handle.net/2142/18713
Ritter, M., & Lemke, K. (2000). Addressing the seven principles for good practice in
undergraduate education with Internet-enhanced education. Journal of Geography
in Higher Education, 24(1), 100-08. Retrieved from ERIC database.
Rodríguez, O., Hughes, K., & Belfield, C. (2012). An NCPR Working Paper. In Bridging
College and Careers: Using Dual Enrollment to Enhance Career and Technical
Education Pathways. National Center for Postsecondary Research.
Rosenfeld, S. A. (2005). Avant garde community colleges. Community College Journal,
75(6), 20-24.
Ross, K. R., Batzer, L., & Bennington, E. (2002). Quality assurance for distance
education: A faculty peer review process. TechTrends, 46(5), 48-52.
Rourke, L., & Kanuka, H. (2009). Learning in communities of inquiry: A review of the
literature. The International Journal of E-Learning & Distance Education, 23(1),
19-48. Retrieved from http://www.ijede.ca/index.php/jde/article/view/474/875
Rovai, A. P., & Barnum, K. T. (2003). online course effectiveness: An analysis of student
interactions and perceptions of learning. Journal of Distance Education, 18(1),
57-73.
Sahin, S. (2008). The relationship between student characteristics, including learning
styles, and their perceptions and satisfaction in web-based courses in higher
education. The Turkish Online Journal of Distance Education, 9(1). Retrieved
from https://tojde.anadolu.edu.tr/tojde29/index.htm
Salmon, G. (2000). E-Moderating: The key to teaching and learning online (2nd ed.).
London, England: Routledge.
Sampson, P. M., Austin, S. F., Leonard J., Ballenger, J. W, & Coleman, J. C. (2010, Fall).
Student satisfaction of online courses for educational leadership. Online Journal
of Distance Learning Administration, 8(3). Retrieved from
http://www.westga.edu/~distance/ojdla/Fall133/sampson_ballenger133.html
Schlosser, L. A., & Simonson, M. (2010). Distance education: Definition and glossary of
terms (3rd ed.). Charlotte, NC: Information Age Publishing.

197

Schneider, S. P., & Germann, C. G. (1999). Technical communication on the web: A
profile of the learners and learning environment. Technical Communication
Quarterly, 8(1), 37-48. doi:10.1080/10572259909364647#.U6-yA7Hb73A
School of Professional Studies (n.d.). Best Practices for Teaching Online. Providence,
RI: Brown University. Retrieved from http://www.brown.edu/professional/
Schreiner, L. A. (2009). Linking student satisfaction and retention. Retrieved from
https://www.noellevitz.com/documents/shared/Papers and
Research/2009/LinkingStudentSatis0809.pdf
Schuetz, P., & Barr, J. (Eds.). (2008). Are community colleges underprepared for
underprepared students? New Directions for Community Colleges, 144, 1–15.
Retrieved from
http://onlinelibrary.wiley.com.ezproxy.library.und.edu/doi/10.1002/cc.340/pdf
Seaberry, B. J. (2008). A case study of student and faculty satisfaction with online
courses at a community college (Unpublished doctoral dissertation). University of
California, Davis. AAT 3329585.
Seaman, J. A. (2009a). Online Learning as a Strategic Asset: The Paradox of Faculty
Voices: Views and Experiences with Online Learning. Washington, DC:
Association of Public and Land-grant Universities. Retrieved from
http://files.eric.ed.gov/fulltext/ED517311.pdf
Seaman, J. A. (2009b). Online Learning as a Strategic Asset. Volume II: The Paradox of
Faculty Voices: Views and Experiences with Online Learning. Washington, D.C.:
Association of Public and Land-grant Universities. Retrieved from:
http://www.aplu.org/document.doc?id=1879
Seok, S. (2007) Standards, accreditation, benchmarks, and guidelines in distance
education. Quarterly Review of Distance Education, 8(4), 387-39. Retrieved from
http://eric.ed.gov/?id=EJ875083
Seymour, D. (2013). The dual mission of community colleges. Washington, DC:
American Association of Community Colleges. Retrieved from
http://www.ccdaily.com/Pages/Campus-Issues/The-dual-mission-of-communitycolleges.aspx
Shen, D., Cho, M-H., Tsai, C-L., & Marra, R. (2013). Unpacking online learning
experiences: Online learning self-efficacy and learning satisfaction. Internet and
Higher Education, 19, 10–17. Retrieved from
http://dx.doi.org/10.1016/j.iheduc.2013.04.001
Siemens, G. (2006, November 12). Connectivism: a new learning theory? elearnspace.
Retrieved from http://www.elearnspace.org/Articles/connectivism_selfamused.htm
Sikora, A. C., & Carroll, C. D. (2003). A profile of participation in distance education:
1999-2000. Post-Secondary education descriptive analysis report. Washington,
DC: U. S. Department of Education, Office of Educational Research and
Improvement. Retrieved from http://nces.ed.gov/pubs2003/2003154.pdf
198

Smith Jaggars, S., & Bailey, T. (2010, July). Effectiveness of fully online courses for
college students: Response to a department of education meta-analysis. New
York, NY: Community College Research Center, Teachers College, Columbia
University. doi:10.7916/D85M63SM
Smith, F. D. (2014, May 22). Who Is the Average Online College Student? [Infographic].
Vernon Hills, IL: CDW. Retrieved from
http://www.edtechmagazine.com/higher/article/2014/05/who-average-onlinecollege-student-infographic
Stanford-Bowers, D. E. (2008). Persistence in online classes: A study of perceptions
among community college stakeholders. Journal of Online Teaching and
Learning, 4(1). Retrieved from http://jolt.merlot.org/vol4no1/stanfordbowers0308.htm
Strachota, E. (2003). Student satisfaction in online courses: An analysis of the impact of
learner-instructor, learner-learner and learner-technology interaction (Doctoral
dissertation). University of Wisconsin-Milwaukee, Ann Arbor, MI. UMI
Publishing.
Sullivan, P. (2001). Gender differences and the online classroom: Male and female
college students evaluate their experiences. Community College Journal of
Research and Practice, 25, 805-818.
Sumner, J. (2000). Serving the System: A critical history of distance education. Open
Learning, 15(3)
Sun, J., & Rueda, R. (2012). Situational interest, computer self-efficacy and selfregulation: Their impact on student engagement in distance education. British
Journal of Educational Technology, 43(2), 191–204.
Swan, K. (2003a). Developing social presence in online discussions. In S. Naidu (Ed.),
Learning and teaching with technology: Principles and practices (pp. 147-164).
London: Kogan Page.
Swan, K. (2003b). Learning effectiveness online: What the research tells us. Elements of
Quality Online Education, Practice and Direction 4, 13-47. Retrieved from
cguevara.commons.gc.cuny.edu/files/2009/09/learning-effectiveness.pdf
Swan, K., Garrison, D. R., & Richardson, J. C. (2009). A constructivist approach to
online learning: The Community of Inquiry framework. In Payne, C. R. (Ed.)
Information Technology and Constructivism in Higher Education: Progressive
Learning Frameworks (pp. 43-57). Hershey, PA: IGI Global. Retrieved from
http://www.academia.edu/398997/A_Constructivist_Approach_to_Online_Learni
ng_The_Community_of_Inquiry_Framework
Tallent-Runnels, M. K., Thomas, J. A., Lan, W. Y., Cooper, S., Ahern, T., Shaw, S. M.,
& Liu, X. (2006). Teaching courses online: A review of the research. Review of
Educational Research 76(1), 93-135. Retrieved from
http://rer.sagepub.com/content/76/1/93.full.pdf+html
199

Tarantino, K., McDonough, J., & Hua, M. (2013, Summer). Effects of student
engagement with social media on student learning: A review of literature. The
Journal of Technology in Student Affairs. Retrieved from
http://studentaffairs.com/ejournal/Summer_2013/EffectsOfStudentEngagementWi
thSocialMedia.html
Teaster, P., & Blieszner, R. (1999). Promises and pitfalls of the interactive television
approach to teaching adult development and aging. Educational Gerontology,
25(8), 741-754.
Thomas, S. H. (2005). Student perceptions of support services designed to overcome
barriers in the online learning environment of Illinois community colleges.
University of Illinois at Urbana-Champaign, ProQuest, UMI Dissertations
Publishing, 2005. 3182395
Thompson, L. F., & Lynch, B. L. (2003). Web-based instruction: Who is inclined to resist
it and why? Journal of Educational Computing Research, 29(3), 375–385.
doi: 10.2190/3VQ2-XTRH-08QV-CAEL
Thomson, S. C. (2006). Indiana’s 21 st century scholars. In Trombley, W. H., & Sallo, T.
(2012). American higher education: Journalistic and policy perspectives from
“National Crosstalk.” San Jose, CA: National Center for Public Policy and
Higher Education. Retrieved from http://eric.ed.gov/?id=ED536376
Torres, V., & Viterito, A. (2008). Keeping opportunities in place: The influence of the
rural community college initiative. Washington, DC: American Association of
Community Colleges. Retrieved from http://eric.ed.gov/?id=ED509575
Trombley, W. H., & Sallo, T. (2012). American higher education: Journalistic and policy
perspectives from “National Crosstalk.” San Jose, CA: National Center for Public
Policy and Higher Education. Retrieved from http://eric.ed.gov/?id=ED536376
Trujillo, M. (2015, January 14). Obama pushes broadband access ahead of state of the
state of the union. The hill. Accessed from
http://thehill.com/policy/technology/229529-obama-pushes-broadband-accessahead-of-state-of-the-union
Tucciarone, K. M. (2007). Community college image—by Hollywood. Community
College Enterprise,13(1), 37-54. Retrieved from http://find.galegroup.com/gtx/
start.do?prodId=AONE&userGroupName=lincclin_pbcc
Tucker, M. (2013). What does it really mean to be college and work ready? The
mathematics and English literacy required of first year community college
students. Washington, DC: National Center on Education and the Economy.
Retrieved from http://www.ncee.org/wpcontent/uploads/2013/05/NCEE_ExecutiveSummary_May2013.pdf
U.S. Census Bureau (2010). Population of the United States by Race and Hispanic/Latino
Origin, Census 2000 and 2010. Washington, D.C.: U.S. Census Bureau: National
Population Estimates; Decennial Census. Retrieved from
http://www.infoplease.com/ipa/A0762156.html
200

Valentine, D. (2002, Fall ). Distance learning: Promises, problems, and possibilities.
Online Journal of Distance Learning Administration, 5(3). Retrieved from:
http://www.westga.edu/~distance/ojdla/fall53/valentine53.html
Vaughan, N. (2007). Perspectives on blended learning in higher education. International
Journal on E-Learning, 6(1), 81-94.
Vaughn, G. B. (2006). The Community College Story (3rd Ed.). Washington, D.C.:
Community College Press.
Vargas, J. G., Roach, R., & David, K. M. (2014). Successful concurrent programs: An
EXCELerate program in Oklahoma. Community College Journal of Research and
Practice, 38 (2-3), 166-173. doi:10.1080/10668926.2014.851958#preview
Veletsianos, G. (Ed.). (2010). Emerging technologies in distance education. Edmonton,
AB: Athabasca University Press. Retrieved from
http://www.aupress.ca/books/120177/ebook/99Z_Veletsianos_2010Emerging_Technologies_in_Distance_Education.pdf
Wadsworth, L. M., Husman, J., Duggan, M. A., & Pennington, M. N. (2007). Online
mathematics achievement: Effects of learning strategies and self-efficacy. Journal
of Developmental Education, 30(3), 6–12.
Waits, T., Lewis, L., & Greene, B. (2003). Distance Education at Degree-Granting
Postsecondary Institutions: 2000–2001. NCES 2003–017. Washington, D.C.:
U.S. Department of Education, National Center for Education Statistics. Retrieved
from http://nces.ed.gov/pubs2003/2003017.pdf
Walker, C. E., & Kelly, E. (2007). Online instruction: Student satisfaction, kudos, and pet
peeves. The Quarterly Review of Distance Education, 8(4), 309-319.
Wang, H. C. (2007). Performing a course material enhancement process with
asynchronous interactive online system. Computers & Education, 48(4), 567-581.
Warren, L. L., & Holloman, H. L., Jr. (2005). Online instruction: Are the outcomes the
same? Journal of Instructional Psychology, 32(2), 148-151. Retrieved from
http://eric.ed.gov/?id=EJ774149
Western Interstate Commission for Higher Education. (2010). Protecting our priorities:
2010 annual report. Boulder, CO: Author. Retrieved from
http://files.eric.ed.gov/fulltext/ED540134.pdf
Western Interstate Commission for Higher Education. (2014). WICHE Annual Report
2014. Boulder, CO: Author. Retrieved from http://www.wiche.edu/pub/westerninterstate-commission-higher-education-2014-annual-report
Wickersham, L. E., & McElhany, J. A. (2010). Bridging the divide: Reconciling
administrator and faculty concerns regarding online education. The Quarterly
Review of Distance Education, 2(1), 1-12.

201

Willging, A. P., & Johnson, S. D. (2009). Factors that influence students’ decision to
dropout of online courses. Journal of Asynchronous Learning Networks, 13(3),
115-127. Retrieved from
http://0-files.eric.ed.gov.opac.msmc.edu/fulltext/EJ862360.pdf
William and Flora Hewlett Foundation website (2013). Retrieved from:
http://www.hewlett.org/programs/education/open-educational-resources
Williams, J., & Nierengarten, G. (2010). Rural education issues: Rural administrators
speak out. Paper presented at the annual meeting of the American Educational
Research Association, Denver, CO. Retrieved from
http://files.eric.ed.gov/fulltext/ED510589.pdf
Wingard, R. G. (2004). Classroom teaching changes in Web-enhanced courses: A multiinstitutional study. Educause Quarterly, 1, 26-35.
Witt, J. K. (2011). Action’s effect on perception. Current Directions in Psychological
Science, 20(3), 201-206. doi: 10.1177/0956797614532657.
Wonacott, M. E. (2002). Implications of distance education for CTE. Retrieved from
http://files.eric.ed.gov/fulltext/ED452368.pdf
Wyatt, G. (2005). Satisfaction, academic rigor and interaction: Perceptions of online
instruction. Educational Researcher, 125(3), 460-468.
Yang, Y., Cho, Y., Matthew, S., & Worth, S. (2011). College student effort expenditure
in online versus face-to-face courses: The role of gender, team learning
orientation, and sense of classroom community. Journal of Advanced Academics,
22(4), 619-638. Retrieved from http://eric.ed.gov/?id=EJ939582
Young, A., & Norgard, C. (2006). Assessing the quality of online courses from the
students’ perspective. Internet and Higher Education, 9(2), 107-115.
Yukselturk, E., & Yildirim, Z. (2008). Investigation of interaction, online support, course
structure, and flexibility as the contributing factors to students’ satisfaction in an
online certificate program. Educational Technology & Society, 11(4), 51–65.
Zimmerman, B. J. (1989). A social cognitive view of self-regulated academic learning.
Journal of Educational Psychology, 8(3), 329–339.

202

